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Abstract
Malone, Shawneice. Ed.D. The University of Memphis. December 2014. Teacher
Perceptions of Strategies and Practices that Motivate African American Adolescent
Males with an Individualized Education Program to Read. Major Professor: J. Helen
Perkins, Ed.D.
The purpose of this study was to explore teachers’ perceptions of African American
males with an Individual Education Program (IEP), literacy motivations to assist teachers
in augmenting students’ self-efficacy and literacy competence. The theoretical framework
was derived from the expectancy theory of motivation which places emphasis on
individual perceptions and the interactions that follow as a consequence of personal
expectations. The researcher used a survey to determine which strategies and practices
teachers believe to be most motivational for high school African American males
receiving a special education to read. The survey included 27 motivational strategies and
practices acquired from previous studies and research among all age groups. An openended question was included to determine the most motivational strategies.

Keywords: literacy, reading motivation, African American males, individual education
program, special education, achievement gap, teacher perception, practice, strategies
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Chapter 1: Introduction
Reading Motivation
This study will examine teacher perception of reading motivation of African
American males with an Individual Education Program (IEP). Because many teachers do
not understand the African American male or historical orientations that informed their
reading practices, teachers are at a disadvantage when it comes to motivating African
American adolescent males to read (Tatum, 2006). African American males in Special
Education often experience both low self-perceptions and low reading achievement
(Kearns, Ford, & Linney, 2005). Research corroborates that student motivation is a
significant factor in successful reading achievement. Recent research reveals that many
African Americans males (specifically teenagers) are not motivated to read (Smith,
2002). The teaching and learning of reading, as such, is subject to an identical set of
problems that arise across the continuum of K-12 African American academic
achievement. Hence, there is value in research that focuses on reading motivation among
African American males in Special Education. An appreciative approach to motivating
African American males receiving a special education to read began to emerge. In this
appreciative approach it is important to understand people interpret the motivations into
something meaningful to him or she based on prior experiences. Consequently, what an
individual interprets or perceives may be substantially different from reality. To begin
this discourse, it is important to understand the history of education in the United States
as it pertains to African American males as well as motivational constructs.
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History of Education
Education is a precondition to survival in America today.
̴Marian Wright Eldeman
American democracy has always been presented with challenges by African
American males. The mainstream society as it is presents a major contradiction between
democracy and racism in American society. For some, it may seem that America
presumably represents ceaseless opportunities and democratic principles for its populace.
But for a few, America persists to advance and protract racial inequity (Grant, 1997;
Hale, 2001). The unrelenting impact on adolescents remains as one of the most tragic
results of American racism. At the helm of America’s race question stands the future
opportunities for the African American males.
The first major examination of race, ethnicity, and equality in education came as
part of the civil rights movement. James Coleman, a sociologist, was appointed by
Congress to assess educational opportunities for people with diverse backgrounds. The
subsequent Coleman Report (1996), which collected information from 4,000 schools,
60,000 teachers, and nearly 570,000 students, produced unexpected—and controversial—
results; the report concluded that the key predictors of student performance were social
class, family background and education, and family attitudes toward education. The
Coleman Report indicated that children coming from poor predominantly non‐white
communities began school with severe deficits and that many were not able to overcome
them (Coleman, 1996).
The formal education of African Americans has been characterized by
deficiencies and some degree of ineffectiveness. As a result, African American students
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are disproportionately represented in special education, and, as the numbers increase, so
does the challenge facing educators and school districts (Patterson, 2005). In this context,
there is considerable emphasis on the issues and barriers that are experienced by the
education system and by African American students in special education, including the
motivational barriers behind the ineffectiveness or inefficiency of such special education.
Furthermore, the roles schools play in producing these poor outcomes include poor
instruction, punishment, adult hostility and curriculum and teaching that focus on
controlling their behavior (Osher & Hanley, 2001 as cited in Patterson, 2005). As a
result, many African American adolescent males are having negative experiences in
schools.
Educational experts assert that that the faults in education of African Americans
males can be perceived to be educational malpractice. African American learners
confront educators’ little expectations and indifferences on a daily basis and in many
instances. Bronkhurst (2001) emphasizes that this causes African American males to be
more at risk for not being able to read at grade level, being absent from school due to in
school and out of school suspension, being placed in special education, and dropping out.
This turn of events predisposes African American males with the likelihood of receiving
a poor quality education that barely helps in affording future life opportunities. Educators
are well aware that historical experience of African American students has been secondrate at best in United States schools. As a result, there is an abundance of literature
documenting the challenges which they face.
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African American Males
Socio-Culture
The link between school culture and student performance is direct and powerful.
An appropriate culture has a positive impact on student engagement, achievement, and
psychological health. The socio-cultural aspect of formal education should be considered
in order to create a comprehensive and holistic overall approach to special education. It
is important to note that African American students in special education tend to
experience low motivation in their education partly because of the apparent lack of
consistency between their learning environment and their social or familial environment
(Maehr & Meyer, 1997). For instance, these students experience issues/influences and
nuances in their communities that are considerably different from the issues/influences in
their schools. The resulting mismatch leads to the creation of a sense of confusion or even
the reduction in the appreciation that these students have for either their non-school
environment or their school environment (Howard, Flennaugh, & Terry Sr., 2012).
African American students in special education who are close to their families and peers
tend to dislike school environments that are highly different from their community
environments (Monroe, 2005). In this regard, in order to effectively improve the
motivation of African American students in special education, schools can create a school
environment that is similar to the community environment of these students. This can be
achieved through the integration of cultural elements and activities taken from the
communities of the African American students in special education (Maehr & Meyer,
1997). Integration plays an essential part in shaping African American society as the
perception of African American people has been closely tied to success in all areas.
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Society’s Perception
In a study conducted by Herbert Foster (1995), people's stereotypical beliefs,
feelings, expectations, and fantasies about Black males were investigated. Subject data
were collected related to sex, race, age group, and where adolescent years were spent.
Data were reported in percentages in six matrices related to educator and non-educator
stereotypical beliefs about Black males. The six categories reported included athletes,
crime, education, attitude, negative personality, and sexual prowess. The results
established that there are stereotypical beliefs held by male and female educators and
non-educators about Black males. Implications were drawn about the negative
stereotypical beliefs about Black males that educators harbored, consciously or
unconsciously, that led to a misinterpretation of Black male street corner language and
behavior.
Overview of Performance
African American males measure below their potential along every major
indicator of success, particularly in the areas of academic achievement, health, and
economic mobility. “Black males are more chronically unemployed and underemployed,
are less healthy, and have access to fewer health care resources, die much younger, and
are many times more likely to be sent to jail for periods significantly longer than males of
other racial/ethnic groups” (Schott Foundation for Public Education, 2008, p. 9).
American society’s perception of black males is persistently and profoundly weighed
down with language of pathology, deficiency, and crisis (Dixon-Roman, 2013). The
inequitable social issues and conditions that Black males face are well documented
(Anderson, 1999; Anderson 2008; Brown, 2011; Cohen, 2010). Also documented, are
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their lower levels of achievement and performance on standardized test. During a male
African American’s ninth grade, it has been said that they have fallen behind by two
years when compared with their Caucasian counterpart in the aspects of reading, writing
and mathematics (Graybill, 1997; Joseph, 2000).
Key national indicators reveal dozens of instances of underperformance of
African American males in literacy. Scholars argue that the schooling experiences of
Black males are highly-racialized, are often bereft of significance, and result in academic
and social marginalization (Terry, 2010).

Given the fundamental role of literacy

achievement as a “door opener” to academic advancement, the relationship between
reading education and access to the general education curriculum becomes highly
relevant.
Nearly all major measures of reading achievement label African American
students as underperforming. Black students trail their White, Asian, and (to a lesser
degree) Latino peers in both reading and mathematics significantly (NCES, 2010). The
2009 National Assessment of According to the Educational Progress Report (NAEP), ten
of eighteen urban districts failed to match or surpass the average reading achievement
scores of large U.S. cities – including Atlanta, Baltimore City, Chicago, Cleveland,
Detroit, the District of Columbia, Fresno, Los Angeles, Milwaukee, and Philadelphia
(NCES, 2010). Such data paints a clear picture of the predicament of African American
students throughout their K-12 academic experiences; understanding and intervening in
this occurrence is vital.
Based on the results from the Stanford Achievement Test (SAT) and Alabama
Reading and Math Test (ARMT) fifth grade African American males are reading at a
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lower level than any other subgroup of students in an urban school district in a southern
state in the United States (Ford & Moore, 2013). According to total reading score results
on the SAT in 2008, 50% of African American males in fifth grade were reading below
the 50th percentile, scoring lower than any other subgroup tested (Ford & Moore, 2013).
There are few research inquiries examining African American males’ perceptions,
attitudes, and behaviors about reading.
Achievement Deficit
A glaring disparity between the levels of achievement of African American and
Caucasian students has been consistently uncovered by educational researchers. This
disparity has been referred to by educational experts as the achievement gap. With
respect to middle grade African American males in America’s public schools, this
disparity in achievement continue to rise. During a male African American’s ninth grade,
it has been said that they have fallen behind by two years when compared with their
Caucasian counterpart in the aspects of reading, writing and mathematics (Graybill, 1997;
Joseph, 2000).
Research regarding the academic achievement of African Americans is not novel;
the achievement gap is one of the most important educational issues in our country today.
Several studies have been published about the achievement gap between African
American males and their counterparts. While there have been significant gains in the
educational endeavors of African American students, there was an immense reduction in
the progress made in the 1990s significantly widening the achievement gap between
African American and Caucasian students (White, 2009). On average, African American
12th grade students read at the same level as white eighth-grade students. Only 14% of
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African American eighth graders score at or above the proficient level. These results
reveal that millions of young people cannot understand or evaluate text, provide relevant
details, or support inferences about the written documents they read. The 12th grade
reading scores of African American males were significantly lower than those for men
and women across every other racial and ethnic group. Perniciously, the racial
achievement gap is more evident among black adolescent males than any other group
(Tatum, 2005). National reading achievement data reveals that African Americans and
especially African American males are not performing at parity with other students in
content area courses, specifically reading (Harper, 2010). Therefore, it is necessary to
build connections among theory, instruction, and education and training or professional
development to improve literacy achievement.
There is a wealth of research conducted on the literacy achievement of African
American males, with findings revealing major causes for academic failure. From the
conducted in recent years, researchers have identified and analyzed a number of factors
which contribute to the great disparity in performance between African American males
and others from various ethnic groups (Viadero, 2000). Such Factors include: school
variables like the ethnicity of the teacher and availability of the learning resources, family
variables such as the socioeconomic status of the family, academic qualifications of the
parents and the presence of parental guidance and encouragement were all factors that
affect African American male students’ achievement (Ford, 2002). However, little
research addresses the attitudes, interests, beliefs, and motivation central to African
American males, especially those receiving a special education.
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Educational research findings indicate that mastering reading skills leads to
greater success in school and proposes greater occupational success later in life (San
Gabriel Valley Tribune, 2009). Unequal educational opportunities impact African
American males tremendously (Fashola, 2005; Kozol, 1991; Smiley, 2006). If African
American males continue to receive insufficient literacy education, many of them will
become low wage earners or unemployed adults (Ford, 2011). According to the San
Gabriel Valley Tribune (2009), the penalty of creating future generations of boys who
hate to read are far worse than the consequences of surrendering to the natural reading
interests of boys.
Contributing Factors
Tatum (2005) expanded the research in this area by identifying external factors
that have played a major role in the academic lives of African American males. Those
factors included community patterns, structural racism, socioeconomic status, and the
educational attainment of parents (Fashola, 2005; Tatum, 2005). African American males
must not only face these factors but also deal with the scarcity of positive role models,
negative stereotypes in and out of school, and a lack of culturally relevant instruction and
direction. The majority of African American males are faced with problems associated
with living within low socioeconomic households and substandard and dangerous living
conditions. Students with these dilemmas are more concerned with mortality and survival
than worrying about homework, reading assignments, or school (Fashola, 2005; Tatum,
2005).
Impact. In many school districts throughout the United States, African American
males were more likely than any other sub-group to be suspended or expelled from
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school. Noguero (2002) concluded that Black males were more likely than any other subgroup to be classified as mentally retarded or suffering from a learning disability and
placed in special education (Kunjufu; 2005; Noguero, 2002). Many African American
males who were placed in special education in the early grades remained there
throughout their academic careers (Kunjufu; 2005; Noguera, 2002).
When the State projects how many prison beds it will need, it factors in the
number of kids who read well in fourth grade (Arizona Republic [9-15-2004]). Evidence
shows that children who do not read by third grade often fail to catch up and are more
likely to drop out of school, take drugs, or go to prison. So many nonreaders wind up in
jail that Arizona officials have found they can use the rate of illiteracy to help calculate
future prison needs. 85 percent of all juveniles who interface with the juvenile court
system are functionally illiterate. More than 60 percent of all prison inmates are
functionally illiterate. Penal institution records show that inmates have a 16% chance of
returning to prison if they receive literacy help, as opposed to 70% who receive no help.
This equates to taxpayer costs of $25,000 per year per inmate and nearly double that
amount for juvenile offenders. Illiteracy and crime are closely related. The Department of
Justice states, “The link between academic failure and delinquency, violence, and crime
is welded to reading failure.”
Over 70% of inmates in America’s prisons cannot read above a fourth grade level.
While it is over simplistic to conclude that future criminal activity is directly and solely
attributable to weak reading skills, or that every (or even most) student(s) who struggle
with reading will wind up in jail, the link between literacy and criminal activity is
indisputable. Poor academic performance – due to either instructional or socioeconomic
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factors, or specific learning disabilities – have been found to be among the greatest
factors contributing to adolescents dropping out of school (Hammond, Linton, Smink, &
Drew, 2007). In fact, many states are doing prison capacity planning based on third
grade illiteracy rates – long considered to be one of the greatest predictors of future
criminal activity (The Imprisonment of America, 2010). The US Department of Justice
states, "The link between academic failure and delinquency, violence and crime is welded
to reading failure". Over 70% of inmates in America's prisons cannot read above a fourth
grade level.
Illiteracy
The United States Department of Education has recently released statistics
regarding the rate of illiteracy in the United States. According to the reports, more than
32 million adults in The U.S., or about 14% of population, have very low literacy skills
(Illiteracy - Major U.S. Problem, 2009). The statistics have emphasized that the skills of
this part of the population is so low that reading and writing is a challenge for them.
Although the United States had been gaining advancement in all major areas of
education, the problem of illiteracy seems to remain a problem in many of the U.S.
communities. Despite the different action undertaken to solve and eliminate the problem
of illiteracy in the United States, the problem is in fact significantly becoming worse.
Different institutions in the communities such as libraries, schools and even some local
churches have been addressing the problem in their own ways. However, the steps
undertaken seem not to create any significant changes in the problem on a national scale.
The most recent study about this matter has found that 23 million people have been added
to the population of the United States between the years, 1992 and 2003. The study has
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also found that out of this 23 million additional people, 3.6 million of them were illiterate
adults, which is a very alarming figure.
Statistics have shown that More than seventy percent of the unemployed adults in
the United States find it challenging to read and write. Seven in ten adults that were sent
to prison have low literacy levels. The study also showed that twenty-four percent of
patients that have low literacy skills find it difficult to read and understand the
instructions of a medication. According to the U.S. Education Department, these people
often are unable to read paragraphs or sentences that are connected together (Illiteracy Major U.S. Problem, 2009).
A large number of unemployed people are mostly low-skilled individuals who
find it a struggle to read, write and perform mathematical tasks. The problem with
illiteracy in the United States has been associated with the loss of more than 60 billion
dollars every year in American businesses due to lost productivity and health and safety
issues (Illiteracy - Major U.S. Problem, 2009).
The solution to the problem is not as well that impressive In fact, only a few states
in the U.S. including California, New York and Florida have offered innovative
programming for their people to fight illiteracy. Other states such as Mississippi, Rhode
Island and Kentucky have also stepped up to the fight against illiteracy and have shown
improvements. But despite the actions taken, the United States still do not stack up too
well in general. The United States has been trailing behind countries such as Finland,
Canada, New Zealand, Australia, Ireland, South Korea, UK, and Japan in terms of
literacy rating on a global scale (Illiteracy - Major U.S. Problem, 2009).

12

Many teachers lack the necessary knowledge or set of skills to truly motivate
African American adolescent males to read, especially those with an Individualized
Education Plan (IEP). The primary reason for this struggle is the lack of understanding;
they do not understand African American males or historical orientations that inform
reading practices of African American adolescent males in the present day society.
Because many professionals fail to differentiate reading difficulties from reading
disabilities, there is an overrepresentation of African American males in Special
Education,
Special Education
Longitudinal research on reading curricula and skills that predict future reading
achievement for African American males in special education is quite limited. There
appears to be a gap in research. Using a national sample over a five-year period this study
highlights reading skills most associated with later reading achievement for African
American males in special education. For African American males in special education,
findings show that prior comprehension ability is consistently associated with future
reading comprehension after several years. Other commonly taught reading skills
produced inconsistent results and were less reliable for African American males in
special education, but more consistent for non-African American males in special
education (Anderson & Sadler, 2009). Curricular implications and practices for these
findings are discussed.
Many teachers lack the necessary knowledge or set of skills to truly motivate
African American adolescent males to read (Tatum, 2006), especially those with an
Individualized Education Plan (IEP). According to Tatum, the primary reason for this
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struggle is the lack of understanding; they do not understand African American males or
historical orientations that inform reading practices of African American adolescent
males in the present day society. Because many professionals fail to differentiate reading
difficulties from reading disabilities, there is an overrepresentation of African American
males in Special Education.
Overrepresentation
Overrepresentation occurs when the percentage of students with specific
characteristics (e.g., race, ethnicity, socioeconomic status, language background, gender,
etc.) is higher than their proportion in the general population. For more than four decades,
the overrepresentation of African American students in special education classes has been
evident (Blanchett; 2009; Gardner & Miranda, 2001). The overrepresentation of African
Americans in special education programs has stimulated much interest within the
education community. Current statistics indicate that African American boys represent
only nine percent of the entire student enrollment in public schools, however, in the
category of mental retardation their enrollment percentage is more than double (twenty
percent) (US Department of Education NCES, 2000). Subjective and unreliable
identification procedures have been associated with the overrepresentation of African
American males in special education. According to a 1992 report released by the Office
of Civil Rights, African American males are also three times likely as white males to be
enrolled in special education programs for mild to moderate intellectual disabilities.
Many African American males who simply struggle with reading are often
inappropriately placed in special education courses.
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Nearly twenty years ago, the United States Department of Education identified
disproportionate minority representation in special education as a critical problem,
primarily affecting African American males. The Individuals with Disabilities Education
Act (IDEA) of 1997 documented disturbing statistics and recognized that some minorities
(mostly African American males) were misdiagnosed and inappropriately placed into
special education programs. The act noted that greater efforts were necessary to avert the
escalation of problems associated with mislabeling minority children with disabilities.
The effects of disproportionality that subsists within special education are
profound. Frequently condemned to learning environments with less academic rigor,
African American males in special education are often held to lower standards due to low
teacher expectations (Codrington, 2012). African American males tend to behave
according to teachers’ expectations and their behavior reinforces teachers’ expectations
(Neal, McCray, Webb-Johnson, & Bridgest, 2003); in many ways, these children are
conditioned to underachieve. Studies show that students learn and achieve more when
there are high expectations set for them and they have successful teachers (Schaps, 2005).
According to the National Association of School Psychologists (2009), African
Americans are already at risk because they, on average, have fewer resources to meet
academic challenges and may have less guidance and support from family so in many
ways they are conditioned to underachieve.
The lifelong implications of special education for culturally and linguistically
diverse students include higher rates of dropout and arrests, lower status employment and
wages, and lower rates of independent living (Affleck, Edgar, Levine, & Kortering, 1990;
Losen & Wellner, 2001). Zabel and Nigro (1999), in a study of incarcerated juvenile
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offenders, reported that they tended to have had prior special education experiences. In
sum, the disproportionate placement of African American (and Latino and Native
American) students in special education programs reverberates throughout the lifespan:
higher incarceration rates, lower college attendance, blunted employment opportunities,
lower socio-economic well-being, more dire health statistics and lower life expectancies
(Skiba et al., 2011).
Motivational Constructs
Motivation to read can be defined as the likelihood of engaging in reading or
choosing to read (Gambrell, 2009, 2011). Graybill (1997) identifies achievement
motivation to be the fulcrum of the educational process. Achievement motivation takes
center stage in most theories of learning. Important aspects that interplay with this are
relating to arousal, attention, anxiety, and reinforcement. An extensive range of variables
that are supposed to sway achievement motivation in African American students have
been scrutinized in a vast facet. The dynamic comprise peer pressure, perceptions of
educational experiences, thoughts of alienation or cultural discontinuity, cultural context
of learning, and elements of black masculinity
Cultural Engagement
Milner (2010) suggests that schools must recognize that too often, judgments are
passed about the structure of culturally diverse families. Their cultural engagements are
deemed as insufficient as related to school and academic success. Milner (2010) suggests
that there are five interconnected areas critical to helping educators channel the required
relations needed to promote success in diverse learners: color blindness, cultural

16

conflicts, myth of meritocracy, low expectations and deficit mindsets, and context-neutral
mindsets.
The idea of color blindness refers to race and culture not being an issue. Many
researchers (Cooper, 2011; Edwards, 2010; Howard, 2010) have issues with this. Howard
(2010) argues:
Because the cultural characteristics that student of color possess may be
diametrically at odds with the cultural features of a largely White, middle class
teaching population and institutional ethos of school, some scholars suggest that a
“cultural mismatch” is a primary factor in the underachievement of students of
color. (p. 30)
Researchers have consistently found a cultural mismatch between the social
context of culturally diverse learners and the learning in dominant settings. Alim (2007)
says that the language of used by children of African American heritage reveals highly
structured systems of oral communication. Within that communication is unique
grammatical association, syntax, semantics, morphology, and phonology. Considering
these things, teaching methods should steer clear of color blindness and recognize the
cultural conflicts in the education system. Likewise, the myth of meritocracy is dispelled
because there is recognition of the many factors playing a role in academic success
(Edwards, 2010, Milner, 2010; Tatum, 2009).
The low expectation and deficit mindset of educators indicates that there is a selffulfilling prophecy that children from nonminority groups can only perform minimally.
Rather consciously or subconsciously, there is always a focus on students’ deficits as
opposed to their assets (Howard, 2010). Cooper (2010), states that educators with this
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deficit mindset sometimes deliberately allow their ideologies to manifest in their
curriculum and instruction. This may include not shaping learning opportunities that
allow students to be more successful; this is largely due to a context-neutral mindset
(Milner 2010).
The Dominant Culture
Society possesses behaviors and practices that guide human behavior and provide
a socialization structure that shapes relations. Those mores and practices translate into
the culture which is the framework of life applications. According to Lynch and Hanson
(1997), the cultural framework serves as a filtering system to a fluid set of behaviors and
characteristics, changing as persons go through everyday life. However, persons sharing
similar factors, such as socioeconomic status, sex, age, or education, may have similar
cultural practices. Nonetheless, the impact on the degree to which individuals choose to
adhere to a set of cultural practices varies from person to person. (Banks, 1996; Delgado
& Stefancic, 2001; Edwards, 2010; Lee, 2010).
Current literature identifies the dominant culture as a culture exclusive to
Eurocentric views and normality. In Milner’s’ (2010), research he defends his absence of
the term minority in his work. He argues, “… every person presents racial, cultural,
gender, and ethnic diversity” (p. 10). Conversely, he defines for his discussion broad
minds-sets, acceptable norms are typically associated with individual from what is often
perceived as a historical White or European background. In a conceptualization of the
dominant culture, cultural affiliated with Eurocentric, male-centric experiences, voices,
contributions, perspectives, and practice is the pattern. In this same venue, experiences,

18

voices, contributions, perspectives, and practices ignore all other cultures is common in
the dominant culture (Banks, 1993; McIntosh, 2000).
An Ecological and Cultural Context
The understanding of the ecological and cultural context in which families live is
dire to the understanding of language and literacy acquisition. Both families and children
are active participants in this process (Dyson, 2006; Edwards, 2010). As a result
recognizing how African American families’ characteristics differ from that of the
dominant culture is crucial to understanding African American children’s language and
literacy development. Lynch and Hanson (1997) argues, with a history of migration to the
United States unlike any other racial or ethnic group and through years of denial of
inalienable right, their identity has been shaped by their African roots as well as
America. Moreover, they discuss seven differences between African American beliefs,
values, and practices and those of the dominant culture. Those differences can be seen in
figure 1. It is important to offer a disclaimer; the characterizations of African American
families in this discussion are generalizations and are not applicable to all African
American families.
Literacy Practices in Culturally Diverse Families
The National Assessment of Education Progress (NAEP) publishes a report card
every two years, which illustrates nationwide average reading and math scores for
students in grades 4 and 8. Despite pressure from No Child Left Behind legislation, there
is no change in literacy scores from the 2009 report card to the 2011 report card.
Conversely, mathematics scores have gotten higher. Thus, the question becomes, “Why
are reading scores not following the trends of increased scores as seen in mathematics?”
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To answer this, the assessment design and the participant characteristics are critical when
evaluating results. Hirsch (2010) argues that there must be a match between the ways in
which we assess learners and the ways in which they learn.
When examining the NAEP’s assessment design, the reading portion consists of
three strands: (1) understanding written text, (2) developing and interpreting meaning,
and (3) using meaning as appropriate to the type of text, purpose, and situation. The
cognitive targets are (1) locate and recall, (2) integrate and interpret, and (3) critique and
evaluate. Research (Hirsch, 2010; Howards, 2010; Milner, 2010) has contested that in
order for students to master these targets, their background knowledge must be
materialized in the information. Literacy is more than a simple ability to decode words. It
is the capability to understand what the text is relaying—to understand beyond the
surface meaning of written words. To effectively grasp the meaning of text, learners must
know information that is not a part of the written text (Lee, 2010). The communicative
power of language is dictated by being fully literate and able to decode and comprehend
(Dyson, 2003; Hirsch, 1987; Peterson, 2012). Even simple text has a degree of what is
called domain knowledge, which is needed for readers to understanding. As a result, for
students to reach the target set by the NAEP, their background knowledge is important.
Closer examinations of the background characteristics of low- and highperforming students may aid in answering the previously asked question about reading
scores not seeing an increase. According to the NAEP’s (2011) report card, students in
4th grade who scored below the 25th percentile (when compared to students the 75th
percentile) were from marginalized groups. Among those students scoring above the 75th
percentile, 71% were White, 7% were Black, 11% were Hispanic, and 8% were Asian.
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These higher scoring students’ eligibility for free/reduced price school lunch was 23% for
English language learners. Regarding the importance of these numbers on the
development of literacy, it speaks to who they are and possibly their background
experiences (NAEP, 2011).
According to Lee (2010), background knowledge plays a germane role in
language comprehension. Hirsch (2010) discusses the ways in which reading tests
systemically test background knowledge and not necessarily a students’ ability to read.
Hirsch (2010) further states that students deemed” low-ability readers” perform better on
assessments when their background knowledge is included in the assessment.
Continuously, these low-performing students outperform high-ability students when their
background knowledge is included in assessment design and layout.
According to Lee (2010), some researchers still consider reading as if both
decoding and comprehension are transferable and there is no need to focus on
background knowledge. As seen NAEP report (2011), the strands tested included those in
which students need requisite background knowledge to succeed. Those who most often
succeed are those with dominant cultural experiences. A closer look at such reports
challenges our idea of who is and is not a good reader.
In the last few years, the movement to bridge the background knowledge of
students through content knowledge is apparent with “Common Core State Standards for
English and Literacy History, Social Studies, Science and Technical Subjects” (Common
Core State Standard Initiative Report, 2012). Hirsch (2010) described the monumental
intellectual shift in literacy development. Language and reading is no longer constrained
to poems and fictional stories. According to the Common Core State Standard Initiative
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Report (2012), educators are asked to focus more on expository text. Through common
core standards, there is an emphasis on conveying background knowledge through
content domains, which is where the inflection on expository text originates from. When
teachers include these standards, strategies such as grand conversations and “read alouds”
are incorporated into the curriculum (Edwards, 2003). Familiar
topics are included in the curriculum and multiple contexts of language and literacy
development fosters the growth of all learners.
Literacy Practices of African American Males
In order to increase the reading interests of African American males many
multicultural learning theorists have accentuated the significance of providing African
American males access to reading materials that permit them to see themselves
(Williams, 2008). Schools can support home cultural distinctions by providing reading
material that is insightful of the students' cultural background. It is believed that once
African American males envision themselves in these books they will become
increasingly motivated to read (Williams, 2008). Many African American adolescent
males do not encounter texts that they find valuable; we increase our chances of
motivating these young men to read by making informed text selections that will help to
inform their lives (Tatum, 2006).
Significance of the Study
Modifications in school policy, changes in special education programs, educator
preparation, and educator professional development are among the aspects which may
benefit from the findings of the study, as well as it can support preceding research
outcomes. The inequality in achievement among middle grade African American males
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in America’s public schools becoming a disturbing predicament has been a known fact
(Joseph, 2000). Professional educator development would be a necessity, when helping
educators employ effective strategies that address elements impacting achievement
motivation. Factors relating to student motivation must be addressed hand in hand by
administrators and stakeholders in order for the system to become more responsive to the
learners’ needs and initiate policy changes which aim for institutions to participate in a
major role. African American males are put in a better position to be able to surmount
many of the academic and social hurdles which often hinder their improvement when
adequate direction, support and opportunities are provided. Motivation is improved by
students’ dynamic participation and ownership of the learning process as experts have
pointed out.
The child’s willingness, need, desire and compulsion to participate in the learning
process will be better understood by the family. A range of aspects concerning the
learners’ achievement motivation can also be examined. The learners’ motivation to
learn, for example, is an aptitude acquired in the course of broad experiences, but
stimulated directly through modeling, communication, expectations and direct instruction
or socialization by the family.
Factors promoting achievement motivation in the educational setting and the
manner by which learners can enhance their overall engagement in the learning process
will be made aware to the students. The motives, reasons, and goals that underlie the
involvement or noninvolvement in academic activities will also be understood. The
society in which the student is oriented to is being replicated by the strategies that
correspond to achievement motivation among African American males. The “No Child
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Left Behind Act of 2001,” for example, signed into law by President George W. Bush is
reflective of a far better demand for accountability and standards within education as it is
geared towards the demonstration of students’ as well as teachers’ performance skill. The
necessity for a study which aims to investigate elements impacting how African
American males appreciates the learning environment is apparent, given the growing
inequality in academic achievement motivation among middle grade African American
males in America’s public schools.
Purpose of the Study
The core of the study is to determine what strategies and practices teachers
perceive to motivate high school African American males with an Individualized
Education Plan (IEP) to read. Familiarization of the factors relating to reading motivation
and the multiple contexts for literacy for African American males is a crucial requisite in
order for educators to gain an understanding about this matter. Corollary to this, the intent
of the study is to scrutinize sociocultural factors impacting reading achievement
motivation for African American males. When teachers fail to utilize motivational
strategies, they neglect to create an opportunity to engage students in reading, ultimately
contributing to the decreasing rates of literacy among African American males (National
Council of Teachers of English, 2007). For all intents and purposes, this study aims to
uncover factors relating to personal, socio cultural, and academic aspects which
influences reading motivation among African American males who are currently
attending Fayette County Schools in Tennessee. The study revolves around the quest to
determine how students’ self-efficacy and value for reading impact teacher perception of
reading motivation among African American males receiving a special education.
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The Research Questions
The study is significant because although research has been conducted to
determine what motivates students to read, the vast majority of the literature focuses on
elementary- and middle- grade students and does not account for race or ability. In
addition, a disparity in teacher perceptions demonstrates a real problem that must be
addressed in order to inform instructors in their delivery and practice regarding
motivational strategies to read. This study will be conducted by surveying teachers using
an instrument in which participants rank motivational strategies and practices using a 5point Likert scale to answer the following research questions:
1. What are the methods and tools teachers perceive to be effective in motivating
African American males with an Individual Education Program (IEP) to read?
2. Are there differences in perception between high school teachers with and without
a background in special education regarding strategies and practices that motivate
African American males with an Individual Education Program (IEP) to read?
3. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers who teach English/Language Arts
classes and other core content courses?
4. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers with more experience (more than ten
years) and less experience (less than five years)?
5. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers who male and high school teachers
who are female?
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There is a strong need for high school teachers to possess specific knowledge
concerning the motivation of African American adolescent males in Special Education to
read. The hypothesis is that current methods and tools will began to emerge and teacher
perceptions of reading motivation as it concerns African American adolescents in Special
Education will differ among teachers with various educational backgrounds, experience,
content knowledge, and gender. Albert Bandura (1986) suggests that motivation (or a
lack thereof) is the result of an individual's self-efficacy related to a task. Bandura defines
self-efficacy as the beliefs we have about ourselves that cause us to make choices, put
forth effort, and persist in the face of difficulty. And for help in the classroom, Bandura
notes that one of the most powerful sources of self-efficacy is mastery experience. To
answer the research questions, an interpretive approach has been adopted as the
theoretical framework. A Survey Questionnaire will provide data both of a quantitative
and qualitative nature. Data collection methods are aligned with the expectancy theory of
motivation which is categorized as a process theory of motivation because of its emphasis
on individual perceptions and the interactions that follow as a consequence of personal
expectations (Isaac, Zerbe, & Pitt, 2001). This study includes an opened-ended question
which often leads to emerging approaches to employ data collection methods (LadsonBilling, 2003).
Limitations and Assumptions
Perception is the process by which organisms interpret and organize sensation to
produce a meaningful experience of the world (Lindsay & Norman, 1977). In other
words, when a person is confronted with a situation or stimuli, he or she interprets the
stimuli into something meaningful based on prior experiences. What an individual
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interprets or perceives may be substantially different from reality. One limitation of this
study is the limit to the generalizability of the findings. Findings from the current study
may not be applicable to all situations involving literacy practices. In addition, there
should be no generalizations about African American males in Special Education.
This study could also have some biases due to the demographic characteristics of
the researcher and participants; the researcher is a young African American female. I will
take all possible measures to collect, analyze, and report the data in an unbiased manner.
Definition of Terms
The following terms will be used throughout the current study, and an
understanding of these terms is critical to the study:
Literacy: Generally considered a set of skills for reading, writing, speaking,
listening, observing and interacting with text and non-text items (charts, graphs,
pictures, etc.) for students in grades 4 through 12 (National Council of Teachers
of English, 2007).
Comprehension (in reading): The rapid recognition of words and the integration
of information into a meaningful whole (Aarnouse & Schellings, 2003).
Content area teachers: Teachers who teach subjects that are required for students
to graduate (not electives): English, math, science, and social studies.
Motivation: Those personal characteristics that influence activities and
achievements of individuals in the form of objectives, convictions, and needs
(Guthrie & Wigfield, 2000).
Nonreaders: Students who are capable of reading but chose not to do so
(Gambrell, Palmer, Codling, & Mazzoni, 1996).
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Readers: Students who are wide and frequent readers who often explore new
territory through text and who are intrinsically motivated to read for the
knowledge and enjoyment it provides (Guthrie & Cox, 2001).
Organization of the Study
An introduction to the research study has been provided through this chapter. The
statement of the problem, research questions, purpose of the study, and conceptual
framework were presented. Concepts and terms that are key to the study have been
defined. Chapter 2 contains a discussion of the literature related to this research study. It
covers the underlying aspects of motivation, such as its causes, the impact of
communication and support, the necessity of professional development and training, and
the interplay of socio cultural factors. Chapter 3 presents the methodology of the study.
An explanation of the settings and participants and method of data collection are
provided in this chapter. Chapters 4 will include study findings and data analysis, and
Chapter 5 will present the implications and conclusions of the examination.
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Chapter 2: Literature Review
Over the past 20 years, research has indicated that there is a strong need for
teachers to focus on reading motivation, especially for African American males in
Special Education, to proliferate literacy achievement. Numerous classroom teachers
acknowledge that a lack of motivation is at the root of many of the problems they face in
teaching (O’Flahavan et al., 1992; Veenman, 1984). This is particularly true for African
American males, especially those with special needs. Black males continue to perform
lower than their peers throughout the country on almost every indicator (Council of the
Great City Schools, 2011). This paper will explore the methods as they pertain to
motivational domains (five) teachers believe successfully increase reading motivation of
African American males in Special Education. The review of the literature is divided into
three sections: 1) the first section is centered on the status of young African American
males in our society; 2) the second section introduces reading motivation constructs
(intrinsic and extrinsic motivation); and 3) the third section discusses teachers’ role in
reading motivation. This paper considers this research question: What are teachers’
perceptions of African American male’ literacy motivations who are receiving a special
education?
Methodology
The review of literature is presented and based upon a variety of scholarly (peerreviewed) journals. Keyword searches were conducted primarily through online
databases such as ERIC (firstsearch), Academic Universe: LexisNexis Academic,
Education Full Text, and cross-searches via Google and Google Scholar. Additional
articles/publications were revealed through a small number of authors’ lines of research.
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Suggestions from an associate professor in Reading proved to be useful while probing the
various sources. No particular date range was used; however, periodicals published
within the last ten years were sought. The variable keywords searched include:
motivation, reading motivation, African American males, black males, special education,
reading, reading behavior, reading competence, self-concept, self-efficacy, achievement,
and reading strategies.
Educational Issues in the United States
The formal education of African Americans has been characterized by
deficiencies and some degree of ineffectiveness. As a result, African American students
are disproportionately represented in special education, and, as the numbers increase, so
does the challenge facing educators and school districts (Patterson, 2005). In this context,
there is considerable emphasis on the issues and barriers that are experienced by the
education system and by African American students in special education, including the
motivational barriers behind the ineffectiveness or inefficiency of such special education.
Furthermore, the roles schools pay in producing these poor outcomes include poor
instruction, punishment, adult hostility and curriculum and teaching that focus on
controlling their behavior (Patterson, 2005). Many African American teenage males are
having negative experiences in schools and do not encounter texts that they find valuable.
We increase our chances of motivating these young men to read by making informed text
selections that will help to inform their lives (Tatum, 2006).The United States
Department of Education has recently released statistics regarding the rate of illiteracy in
the United States. According to the reports, more than 32 million adults in The U.S., or
about 14% of population, have very low literacy skills (Illiteracy - Major U.S. Problem,
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2009). The statistics have emphasized that the skills of this part of the population is so
low that reading and writing is a challenge for them.
Although the United States had been gaining advancement in all major areas of
education, the problem of illiteracy seems to remain a problem in many of the U.S.
communities. Despite the different action undertaken to solve and eliminate the problem
of illiteracy in the United States, the problem is in fact significantly becoming worse.
Different institutions in the communities such as libraries, schools and even some local
churches have been addressing the problem in their own ways. However, the steps
undertaken seem not to create any significant changes in the problem on a national scale.
Unfortunately these school troubles come at a particularly critical time, given that
adolescence is often the time when psychological disturbances emerge, such as anxiety,
eating disorders, and depression (Kazdin, 1993). Adolescents also show an increase in the
frequency of high-risk behaviors, such a misbehavior in school; cigarette, alcohol or hard
drug use; and delinquency (Dryfoos, 1990). These motivational, emotional and
behavioral problems are often reciprocally related and mutually reinforcing (Roeser,
Eccles, & Strobel, 1998). In other words, a downward trajectory in school can spill over
into other areas of a student's life, and life problems, in turn, can negatively impact
school performance. Adolescent's who suffer from these problems will not only
experience a lower earning capacity and an increased likelihood of unemployment and
poverty during their lifetime but also contribute to increased social costs in terms of
reduced productivity and increased expenditures for welfare programs and law
enforcement (Carnegie Council on Adolescent Development, 1989, 1995).
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Assessment
The use of testing can also be changed in order to shift focus away from mere
identification of children with special education needs, and towards the diagnosis as well
as prescription of possible methods and approaches that can be specifically used for the
identified needs of the students in special education (Ford, Harris, Tyson, & Trotman,
2002). It should be noted that the traditional way of testing for the special education
needs of students has been mainly focused on the identification of these children, in order
to determine which children or which students should be provided with special education.
However, a more recent development has been the inclusion of the emphasis on the
determination of the actual needs of the students as well as the possible methods and
techniques that can be used to address such needs, on top of the identification of the
students as needing special education (Ford et al., 2002).
Research indicates that proper diagnosis and provision of special education
programs can increase motivation because the students would feel that they are properly
understood in terms of their need(s), and that they are properly appreciated in terms of the
actual special education programs provided to them. Data from several studies reveal
students who were identified as having reading-related learning disabilities suggest that
the majority of participants were misclassified (Ortiz et al., 2011). Moore’s (2002)
interview of teachers revealed their sense of inadequate training with respect to the
behavioral styles and educational needs of African American students. Continuing
education and professional development on behalf of school personnel about specific
cultural differences in reading motivation enhances the likelihood of reducing the over
identification of minority students (Gritzmacher & Gritzmacher, 2010). Thus, it is
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advantageous for motivation of special education African American students to have a
more comprehensive approach to testing for the special education needs of students, to
include not just the mere classification and resulting assignment of students to special
education programs, but also the provision of the right programs.
Standardized Test Scores
Substantial research has documented a glaring disparity or achievement gap
between the levels of achievement of African Americans and Caucasian students at every
educational level. With respect to middle grade African American males in America’s
public schools, this disparity in achievement continues to rise. According to 2006 New
York Times article, experts from Columbia Princeton, and Harvard University agree that
the rapidly increasing population of poorly educated African American men is “becoming
ever more disconnected from the mainstream society” (Eckholm, 2006). America
continues to advance and protract racial inequity (Grant, 1997; Hale, 2001). The
unrelenting impact on adolescents remains as one of the most tragic results of American
racism (King, 1991). Consequently, African American males are predisposed with the
likelihood of receiving a poor quality education affording fewer future life opportunities.
Research regarding the academic achievement of African Americans is not novel;
the achievement gap is one of the most important educational issues in our country today.
Several studies have been published about the achievement gap between African
American males and their white counterparts. While there have been significant gains in
the educational endeavors of African American students, there was an immense reduction
in the progress made in the 1990s significantly widening the achievement gap between
African American and Caucasian students (White, 2009). On average, African American
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12th grade students read at the same level as white 8th grade students. Only 14 of
African American 8 th graders score at or above the proficient level. These results
reveal that millions of young people cannot understand or evaluate text, provide
relevant details, or support inferences about the written documents they read. The
12th grade reading scores of African American males were significantly lower
than those for men and women across every other racial and ethnic group.
Perniciously, the racial achievement gap is more evident among black adolescent males
than any other group (Tatum, 2005). National reading achievement data reveals that
African Americans males are not performing at parity with other students in content area
courses, specifically reading (Harper, 2010). Therefore, it is necessary to build
connections among theory, instruction, and education and training or professional
development to improve literacy achievement.
Based on the results from the Stanford Achievement Test (SAT) and Alabama
Reading and Math Test (ARMT) fifth-grade African American males are reading at a
lower level than any other subgroup of students in an urban school district in a southern
state in the United States. According to total reading score results on the SAT in 2008,
50% of African American males in fifth-grade were reading below the 50th percentile,
scoring lower than any other subgroup tested. There are few research inquiries examining
African American males' perceptions, attitudes, and behaviors about reading.
Over the years, researchers have documented persistent gaps in the performance
of different groups on the SAT and other standardized tests. For example, the College
Board reported that the average score for women is 43 points below the average score for
men, however, the greatest disparities have been documented between African Americans
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and whites. African Americans score lower than whites on vocabulary, reading and math
tests, as well as on tests such as the SAT (Lewis, Butler, Bonner, & Joubert, 2010). The
average black student scores below 70% to 80% of the white students of the same age
(Raffaele & Knoff, 2003). The gap in SAT scores persists even at the highest levels of
achievement appearing before kindergarten and persisting into adulthood.
Among seniors who are entering college in the Fall of 2009, African Americans’
average scores on the SAT I Verbal were 93 points below white students’ average scores.
African Americans scored, on average, 106 points less than whites on the SAT I Math
(Lewis et al., 2010). A study of the 1999 applicants to five highly-selective universities
found that white candidates’ average combined SAT score was 186 points higher than the
corresponding SAT average for African American applicants (Lewis et al., 2010). Close
to 75% of the white applicants scored over 1200 on the SAT, while 29% percent of black
applicants did (Wallace, Goodkind, Wallace, & Bachman, 2008). Unfortunately, the gap
cannot be easily explained.
There is a wealth of research conducted on the literacy achievement of African
American males, with findings revealing major causes for academic failure. From the
conducted in recent years, researchers have identified and analyzed a number of factors
which contribute to the great disparity in performance between African American males
and others from various ethnic groups (Viadero, 2000). Such Factors include: school
variables like the ethnicity of the teacher and availability of the learning resources, family
variables such as the socioeconomic status of the family, academic qualifications of the
parents and the presence of parental guidance and encouragement were all factors that
affect African American male students’ achievement (Ford, 2002). However, little
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research addresses the attitudes, interests, beliefs, and motivation central to African
American males, especially those receiving a special education.
Correlation of motivation with standardized test scores
Seeming to provide support for the IRA’s findings, Mucherah (2008) found strong
connections between middle school student subsets in several areas of motivation and
high performance on state-mandated standardized reading tests. His study examined
responses from Guthrie’s (1995) Motivation for Reading Questionnaire (MRQ) from 388
sixth and eighth grade students from two public middle schools and compared them with
results of the Indiana Statewide Testing for Educational Progress (ISTEP) which assesses
academic achievement in the areas of mathematics and reading. Guthrie’s MRQ was
originally designed for primary students, but was redesigned for a middle-school sample
for the purposes of this study, posing questions in separate categories of motivation
including social, intrinsic and extrinsic goals, and self-efficacy. The author concluded
that particular areas of motivation and amount of reading in which students engage were
strong predictors of academic achievement, with the strongest connections in the areas of
cognition and competition, followed closely by challenge and aesthetics as well as
challenge and efficacy. Other statistically significant correlations were established
between challenge and curiosity and recognition and importance of reading (Mucherah,
2008). Perhaps one of the most important findings to present from this study is that
challenge was the most often cited aspect of motivation that correlated to high
standardized test scores among the middle school student groups.
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Illiteracy
Although the United States had been gaining advancement in all major areas of
education, the problem of illiteracy seems to remain a problem in many of the U.S.
communities. Despite the different action undertaken to solve and eliminate the problem
of illiteracy in the United States, the problem is in fact significantly becoming worse.
Different institutions in the communities such as libraries, schools and even some local
churches have been addressing the problem in their own ways. However, the steps
undertaken seem not to create any significant changes in the problem on a national scale.
When the State projects how many prison beds it will need, it factors in the
number of kids who read well in fourth grade (Arizona Republic [9-15-2004]). Evidence
shows that children who do not read by third grade often fail to catch up and are more
likely to drop out of school, take drugs, or go to prison. So many nonreaders wind up in
jail that Arizona officials have found they can use the rate of illiteracy to help calculate
future prison needs. Eighty-five percent of all juveniles who interface with the juvenile
court system are functionally illiterate (Solomon & Palmer, 2006). More than 60% of all
prison inmates are functionally illiterate. Penal institution records show that inmates have
a 16% chance of returning to prison if they receive literacy help, as opposed to 70% who
receive no help (Noguera, 2012). This equates to taxpayer costs of $25,000 per year per
inmate and nearly doubles that amount for juvenile offenders.
Illiteracy and crime are closely related. The Department of Justice states, “The
link between academic failure and delinquency, violence, and crime is welded to reading
failure.” Over 70% of inmates in America's prisons cannot read above a fourth grade
level. While it is over simplistic to conclude that future criminal activity is directly and
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solely attributable to weak reading skills, or that every (or even most) student(s) who
struggle with reading will wind up in jail, the link between literacy and criminal activity
is indisputable. Poor academic performance – due to either instructional or
socioeconomic factors, or specific learning disabilities – have been found to be among
the greatest factors contributing to adolescents dropping out of school (Hammond et al.,
2007). In fact, many states are doing prison capacity planning based on 3rd grade
illiteracy rates – long considered to be one of the greatest predictors of future criminal
activity (The Imprisonment of America, 2010). The US Department of Justice states,
“The link between academic failure and delinquency, violence and crime is welded to
reading failure.” Over 70% of inmates in America's prisons cannot read above a 4th grade
level.
A large number of unemployed people are mostly low-skilled individuals who
find it a struggle to read, write and perform mathematical tasks. The problem with
illiteracy in the United States has been associated with the loss of more than 60 billion
dollars every year in American businesses due to lost productivity and health and safety
issues (Illiteracy - Major U.S. Problem, 2009) Scholars have documented that Black
students enter kindergarten with weaker literacy skills than their White counterparts and
that this disparity sometimes persists through secondary school (Ferguson, 2003).
According to the National Assessment of Adult Literacy (NAAL), literacy is defined as
“using printed and written information to function in society, to achieve one’s goals, and
to develop one’s knowledge and potential (2003).” According to Ruben Rosario (2010),
75% percent of inmates are illiterate; 19% are completely illiterate. Eighty-five percent of
all juveniles who come into contact with the juvenile court system are functionally
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illiterate as are 60% of all prison inmates (Monroe, 2005). Inmates have a 16% chance of
returning to prison if they receive literacy help, as opposed to 70% for those who receive
no help.
Forty-three percent of adults below the basic literacy achievement level live in
poverty compared to only 4% of those above proficient. The Supplemental Nutritional
Assistance Program provides food stamps for almost 47 million Americans; 43% percent
of which are white and 33% are black (Garibaldi, 2007). Blacks make up 13% of the U.S.
population while whites cover 70% (Census, 2011); that means there is a disproportionate
number of African Americans who receive food stamps, relative to the nation’s overall
demographic composition. Three out of four food stamp recipients perform in the lowest
two literacy levels: basic and below basic literacy achievement (Wald & Losen, 2003).
Sixteen to 19-year-old girls living in poverty, with below average reading skills, are six
times more likely to have children out-of-wedlock than their reading counterparts
(Leonardo, 2005). Low literary costs $73 million per year in terms of direct health care
costs; a recent study by Pfizer put the cost much higher (Dellums Commission Report,
2006).
Contributing Factors
The outcomes of African American males’ low achievement, high rates of poverty
and high rates of incarceration, are often the most cited example demonstrating the crisis
facing African American males. The transition from elementary school to middle and
then high school are particularly marked in urban areas; the experience is heightened for
African American males. Minority males have the greatest academic difficulty following
a move to middle-level schools and high school (Gonzales, 2002). African Americans are
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particularly at risk because they, on average, have the less recourse to meet academic
challenges and may have less guidance and support from family. In addition, black boys
tend to behave according to teachers’ expectations and their behavior reinforces teachers’
expectations. Studies show that students learn and achieve more when there are high
expectations set for them and they have successful teachers.
Studies have found that the level of the success of African American male
students in advanced educational program is lower rates than nonblack peers (Few,
2004). Success in early exposure to advance classes has shown that it ultimately impacts
students’ pre college experiences, such as career choice, level of success, and the nature
of participation extracurricular activities (Williams, 2011). Very few black males take
advanced classes, which are more in line with college entrance requirements (Few, 2004).
Instead, they stick to classes that meet basic high school graduation requirements (Few,
2004). Poverty is another barrier that blocks African American male from participation in
the AP program. Most schools require a fee for taking an exam in each subject area
(Williams, 2011). AP courses are not as accessible for minorities as for White students
because many low-income schools (often primarily populated by minority students) do
not offer any AP classes (Watts Silvernail, 2010). With most African American families
living well below the nation poverty rate paying addition school fees is unrealistic (Cross,
2006)
There are multiple causes of achievement gaps and they vary in complexly from
school to school, district to district, and community to community. The achievement gap
in high school reading affects primarily students in minority racial groups and lower
socioeconomic groups. The achievement gap has been studied in the United States since
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the 1960s. Researchers have determined several possible reasons for this gap, including
elements of family life and school culture. The National Education Association (2002) has
identified, through various studies, the following factors as contributing to achievement
gaps (see Table 1).

Table 1
Factors That Contribute to Achievement Gaps
Within Schools' Control

Outside Schools' Control

School-wide Factors

Factors in the Local Community

Low expectations for student

Economic opportunity for students' families;

achievement;

Access to health and social services;

Lack of rigor in the curriculum;

Community safety;

Large class size;

Access to libraries, museums, and other

Tracking groups of students into

institutions that support students'

a less demanding curriculum;

development; and

Unsafe schools;

Access to child care and after-school

Culturally unfriendly

programs and facilities.

environments; and
Poor, or no, instructional
leadership.
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Table 1
Factors That Contribute to Achievement Gaps
Teacher- and TeachingRelated Factors

Students' Background
Families' income level;

Uncertified and inexperienced

Students' birth weight;

teachers;

Students' diet and nutrition at home;

Insensitivity to different cultures; Students' mobility; and
Poor teacher preparation;

Students' primary language (if other than

Low expectations of students;

English).

and
Inadequate materials, equipment,
and resources, including
technology-based resources.
Student-Related Factors

Education Funding Shortfalls

Students' interest in school;

State budget deficits;

Students' level of effort;

Unfunded federal mandates; and

Students' feeling that they are, in Inequities in funding among school districts.
part, responsible for their
learning.
Families' Support of Students'
Learning

Families' Support of Students' Learning
Time family members are able to devote to

Families' participation in school

support and reinforce learning. Other Factors

activities;

Societal bias (racial, ethnic, poverty and

Families' skills to support and

class)

reinforce learning; and
Students' TV watching and athome reading.
Source: National Education Association (2002)
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African American Males
African American males measure below their potential along every major
indicator of success, particularly in the areas of academic achievement, health, and
economic mobility. “Black males are more chronically unemployed and underemployed,
are less healthy, and have access to fewer health care resources, die much younger, and
are many times more likely to be sent to jail for periods significantly longer than males of
other racial/ethnic groups” (Schott Foundation for Public Education, 2008). American
society’s perception of black males is persistently and profoundly weighed down with
language of pathology, deficiency, and crisis (Dixon-Roman, 2013). The inequitable
social issues and conditions that Black males face are well documented (see Anderson,
1999, 2008; Brown, 2011; Cohen, 2010). Also documented, are their lower levels of
achievement and performance on standardized test. During a male African American’s
ninth grade, it has been said that they have fallen behind by two years when compared
with their Caucasian counterpart in the aspects of reading, writing and mathematics
(Graybill, 1997; Joseph, 2000).
Since late 1980, there has been a decline in the social, economic, and educational
status of young African American males in our society. Although African American
people make up only 13% of the population in the United States, African American males
are leading the pack in several categories including incarceration, homicide, school
dropout rates, fatherless homes, drug addiction, sexually transmitted diseases, high
unemployment, and poverty (Howard et al., 2012). Men of color make up sixty percent of
the prison population throughout the United States (Corprew & Cunningham, 2012).
According to the Department of Justice (2005), one out of every three black men will go
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to jail sometime in his life. The incredibly high numbers of incarceration and homicide
have been plaguing the African American for more than 40 years; violence and high
incarceration rates have become a part of the norm in some subcultures.
African American males confront challenges that differ in substantial reverences
from those of African American females, or from males of other racial and ethnic groups.
Among the many factors that influence the opportunities and achievements of black
males are public perceptions and attitudes toward them as a whole, as well as their own
self-perceptions (Nasir, Ross, DeRoyston, Givens, & Bryant, 2013). Research and
experience show that expectations and biases on the part of potential employers, teachers,
health care providers, police officers, and other stakeholders influence the life outcomes
of millions of black males, just as their own self-esteem, identity, and sense of
empowerment affect their ability to achieve under difficult circumstances (Leonardo,
2005). Academics and advocates have spent significant time investigating the
relationships among media representations, public attitudes, and opportunity for African
Americans (Bryant, 2011).
Society’s Perception
The Opportunity Agenda commissioned three studies centered on society’s
perception of African American males. Eleni Delimpaltadaki (2006) provides a review of
social and cognitive science literature, which looks at how media present certain images
of black males and how this representation affects not only attitudes toward black men
and boys, but their actual life chances, Janet Dewart Bell (2008) conducted a review of
public opinion research relating to race, which offers communicators a synthesis of key
dynamics and ideas that exist in public understanding. Finally, an analysis of original
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data about black men as consumers of media was conducted by Marc Kerschhagel in
2010; he investigated how this group experiences and interacts with the media and is
intended to help those working to make changes in the media environment shed light on
and explained patterns which exist among African American males. For instance, one
theme within the research is that the overall representation of African American males in
the media is a distortion of reality in a variety of ways.
African Americans males are underrepresented in several roles, such as scientists
and in creative and executive media ranks. Conversely, black males are overrepresented
when media touch on certain negative topics such as criminality and poverty (Toldson &
Lemmons, 2011). The positive images and attributes with which black males are
associated tend to be constrained to a small, stereotypic set such as sports and musicality.
Finally, important dimensions of black men’s and boys’ lives are largely ignored in the
media (Wood, 2013). In a study conducted by Herbert Foster (1995), people’s
stereotypical beliefs, feelings, expectations, and fantasies about black males were
investigated. A sample of 3,130 subjects included 1,627 educators and 1,503 noneducators; subjects responded to an open-ended survey instrument. The results
established that there are clear stereotypical beliefs held by male and female educators
and non-educators about black males. Implications were drawn about the negative
stereotypical beliefs about Black males that educators harbored, consciously or
unconsciously, that led to a misinterpretation of Black male street corner language and
behavior.
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Teachers’ Perception
Background, life experiences, personal biases and cultural stereotypes can
influence how we perceive others (Ferguson, 2003). Every day, educators make
judgments and decisions about students’ academic potential, classroom success and
ability to be positive members of the school community. It is important to consider
factors that contribute to teacher perceptions and judgments and the possible outcomes.
Ronald Ferguson (2003) provides evidence provides evidence for the proposition that
teachers’ perceptions, expectations, and behaviors interact with students’ beliefs,
behaviors, and work habits in ways that help to perpetuate the achievement gap. It is
important to consider the following questions: “What influences teachers’ perceptions of
student potential?” and “How do educators’ perception of this potential influence their
expectations and student performance?”
As students and teachers immerse themselves in the routines of schooling, both
perceptions and expectations reflect and determine the goals that both students and
teachers set for achievement, the strategies they use to pursue the goals, the skills, energy,
and other resources they use to implement the strategies, and the rewards they expect
from making the effort (Hargrove, 2011). This affects standardized scores as well as
other measures of achievement.
Baron, Tom, and Cooper (1985) wrote,
The race or class of a particular student may cue the teacher to apply the
generalized expectations, therefore making it difficult for the teacher to develop
specific expectations tailored to individual students. In this manner, the race or
class distinction among students is perpetuated. The familiar operation of
stereotypes takes place in that it becomes difficult for minority or disadvantaged
students to distinguish themselves from the generalized expectation. (p. 251)
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Socio-Culture
The link between school culture and student performance is direct and powerful.
An appropriate culture has a positive impact on student engagement, achievement, and
psychological health. The socio-cultural aspect of formal education should be considered
in order to create a comprehensive and holistic overall approach to special education. It
is important to note that African American students in special education tend to
experience low motivation in their education partly because of the apparent lack of
consistency between their learning environment and their social or familial environment
(Maehr & Meyer, 1997).
For instance, these students experience issues/influences and nuances in their
communities that are considerably different from the issues/influences in their schools.
The resulting mismatch leads to the creation of a sense of confusion or even the reduction
in the appreciation that these students have for either their non-school environment or
their school environment. African American students in special education who are close
to their families and peers tend to dislike school environments that are highly different
from their community environments. In this regard, in order to effectively improve the
motivation of African American students in special education, schools can create a school
environment that is similar to the community environment of these students. This can be
achieved through the integration of cultural elements and activities taken from the
communities of the African American students in special education (Maehr & Meyer,
1997).
According to a psychological theory presented by Newell (2009), school
environments can achieve their objective by providing students’ basic psychological
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needs: autonomy (choice and self-management), belongingness (strong teacher and peer
relationships), and competence (equal opportunity to succeed on own terms, emphasis on
deep understanding, and recognition of effort.) Autonomy is the opportunity for selfmanagement and choice, belongingness is the relatedness or measure of depth and quality
of life and interpersonal relationships in an individual’s life, engagement is the students’
behavior and attitudes towards school, and goal orientation is the reasons behind
students’ efforts to achieve. Hope reflects those individuals’ perceptions regarding their
ability to clearly conceptualize their goals, develop the specific strategies to reach those
goals, and initiate and sustain the motivation for using those strategies gaining confidence
in themselves as achievers. Students in such environments receive more support
regarding these needs and respond by engagement more directly in their learning over
time. Understanding the impact of school environments on adolescent development of
African American males in special education is critical. Only then can one explore ways
in which they can continue to modify and improve instruction to increase motivation and
engagement, literacy and ultimately, academic achievement of these students.
Cultural Competence
Historically, connections among reading, writing, speaking, and action were
momentous among African American males. That is reading was connected to some form
of action (Carmichael, 2003; Forman, 1972; Moses, 1989; Upchurch, 1996). As a result,
many African American adolescent boys are not motivated to read materials removed
from an action orientation (Tatum, 2006). One of the key methods that schools can
implement in order to improve motivation is the use of culturally appropriate verbal
communication that puts emphasis on affirmation, similar to the concept of affirmative
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action, although the emphasis in this case is verbal communication (Howard, 2002).
Communications that are welcoming and culturally familiar can motivate African
American students in special education to become more involved in their respective
programs. Communications can be powerful means of motivation to prompt these
students to develop a sense of belongingness in their programs or their schools.
Because our educational institutions tend to reflect the norms and values of the
majority culture, cultural misunderstandings concerning communication often have a
negative effect on a minority student’s academic performance. Many African American
children, usually from working class homes or communities, speak a nonstandard variety
of English. This variety, often referred to as Black English Vernacular, is thought by
many sociolinguists to reflect African influences on American English, and is reinforced
by social isolation, segregation and group identity (Taylor, 1990). Teachers must
recognize and utilize student diversity in ways that enhance academic identity. Schools
have a responsibility to establish an educational environment that encourages positive
learning experiences for all students. According to Taylor (1990), the following activities
are useful in considering cross cultural communication issues:
•
•
•
•
•

Devise a plan for teaching all students the acceptable communicative behaviors of
the school and the justification for them.
Determine which school or classroom norms may be in conflict with cultural or
communicative norms of specific cultural groups.
Integrate cross cultural communication topics and materials into the curriculum.
Review and revise classroom and standardized tests to eliminate cultural bias.
Address cross cultural communication issues in all phases of school life.
Cross-cultural communication is an ongoing process. Mistakes are inevitable, but

sensitivity to cultural and communication issues can enhance the quality of education for
all students (Taylor, 2009). Teachers need to meet and consult with the parent and child
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to discuss how the child is performing in school and to be apprised of areas in which the
student in question needs additional assistance. Teachers must make a conscious effort to
inform parents of their son’s academic strengths as well as weaknesses.
Research centered on reading curricula and skills that envisage potential reading
achievement for African American males in Special Education is limited. Research
centered on reading motivation for this particular group is even scarcer. Of three “highly
regarded” peer-reviewed journals—Reading Research Quarterly, Journal of Educational
Psychology, and Scientific Studies in Reading—Lindo (2006) found from 1994-2004,
0.21% of the published studies in these top journals with reading interventions had
sample populations that included at least 85% African Americans. Furthermore, only
1.44% of the published studies with reading interventions included an African American
sample population of at least 50% demonstrating a lack of African American presence in
reading-related experimental and quasi-experimental studies.
One of the key methods that schools can implement in order to improve
motivation is the use of culturally appropriate verbal communication that puts emphasis
on affirmation, similar to the concept of affirmative action, although the emphasis in this
case is verbal communication (Howard, 2002). Communications that are welcoming and
culturally familiar can motivate African American students in special education to
become more involved in their respective programs. Communications can be powerful
means of motivation to prompt these students to develop a sense of belongingness in their
programs or their schools.
Cross-cultural communication is an ongoing process. Mistakes are inevitable, but
sensitivity to cultural and communication issues can enhance the quality of education for
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all students (Taylor, 2009). Teachers need to meet and consult with the parent and child
to discuss how the child is performing in school and to be apprised of areas in which the
student in question needs additional assistance. Teachers must make a conscious effort to
inform parents of their son’s academic strengths as well as weaknesses.
Literacy for African American Males
Too often, instruction designed to improve literacy achievement for black male
readers and writers focuses on skill-based learning, ignoring cultural, social, and personal
development (Woods, 2013). Employing a sociocultural perspective, we realize that
social, cultural, and historical influences contribute to language and literacy development.
A sociocultural approach to learning positions knowledge within a dynamic that
distinguishes language as a social construct that functions both within schools and within
the larger society. Through social interaction and contributions from certain discourse
communities, children learn social norms and fulfill social expectations. A sociocultural
approach helps us comprehend the practice of learning to read within the context of a
student’s life and social world (Compton-Lilly, 2003; Lawrence-Lightfoot, 1975). A
common discourse in learning to read is habitually abbreviated to discrete skills and
items, with an abandonment of the social practices vital to the process (Compton-Lilly,
2003; Dyson, 2003).
Literacy learning has multiple contexts that occurs within the home as well as in
the school to create numerous dimensions that shape language and literacy development.
Current in-home practices of African American families in the United States differ from
those in years past, and it is critical to explore these in-home practices. The diversity of
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literacy learning in these families makes it imperative to explore the ecology of African
American families, sociocultural perspectives, and current literacy development.
In order to increase the reading interests of black boys many multicultural
learning theorists have accentuated the significance of providing black boys access to
reading materials that permit them to see themselves (Williams, 2008). Schools can
support home cultural distinctions by providing reading material that is insightful of the
students' cultural background. It is believed that once African American boys envision
themselves in these books they will become increasingly motivated to read (Williams,
2008).
Tatum (2005) expanded the research in this area by identifying external factors
that have played a major role in the academic lives of African American males. Those
factors included community patterns, structural racism, socioeconomic status, and the
educational attainment of parents (Fashola, 2005; Tatum, 2005). African American males
must not only face these factors but also deal with the scarcity of positive role models,
negative stereotypes in and out of school, and a lack of culturally relevant instruction and
direction. The majority of African American males are faced with problems associated
with living within low socioeconomic households and substandard and dangerous living
conditions. Students with these dilemmas are more concerned with mortality and survival
than worrying about homework, reading assignments, or school (Fashola, 2005; Tatum,
2005).
Longitudinal research on reading curricula and skills that predict future reading
achievement for African American males in special education is quite limited. Using a
national sample over a five-year period this study highlights reading skills most
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associated with later reading achievement for African American males in special
education. For African American males in special education, findings show that prior
comprehension ability is consistently associated with future reading comprehension after
several years. Other commonly taught reading skills produced inconsistent results and
were less reliable for African American males in special education, but more consistent
for non-African American males in special education. Curricular implications and
practices for these findings are discussed (Anderson & Sadler, 2009).
Ecology
Understanding African American families’ ecological and cultural contexts is
essential to understanding children’s development and ultimately their motivation to read.
Research also shows that an ecological approach to special education of minorities like
African Americans can be highly beneficial. Such an approach requires the involvement
of maternal support and peer support for students (Gonzales et al., 2002). Maternal
support is a more specific consideration of the factor of familial support for special
education students. Gonzales, Cauce, Friedman, and Mason (2002) points out that special
education students who received maternal support tend to show better levels of academic
performance than special education students who do not receive the same kind of support.
A similar effect happens with peer support, which is considered as a contributor to the
improvement of academic performance, as long as such peer support is positive. Familial
support, especially maternal support, and peer support can positively motivate special
education African American students to become more involved and perform better in
school. The challenge now is for schools to integrate such support into their methods or
systems in approaching such special education for African Americans. Research shows
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that schools can include parental involvement or peer involvement in special education.
For instance, schools can include special occasional activities that require the
involvement of peers and families of special education students, such as celebrations,
contests and similar activities that provide a venue for family members and peers to
express their support for special education African American students (Gonzales et al.,
2002).
Ownership
It is also beneficial to make students with special needs own their education by
emphasizing that education is a personal investment (Maehr & Meyer, 1997). Ownership
of one’s education is frequently neglected, especially in mandatory education. Students in
special education who view their formal education as part of what is required by society
tend to act in ways that are less than optimal for their school performance. This is so
because these students often feel that they are compelled to undergo such special
education and that they have practically no choice in their formal education. The reality is
that these students actually have options available to them. They just need to be informed
that these choices are available to them and that they can contribute to the decision
making on their special education programs.
Moreover, another associated method of improving the motivation of African
American students in special education is to give them more responsibility so that they
feel that they actually own their education and that they are the ones responsible for the
outcomes of their special education (Maehr & Meyer, 1997). This means that the African
American students with special needs can be motivated for better involvement and better
academic performance by increasing the level of awareness on their significance in
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decision making and by increasing the level of responsibility that are given to them to
create a sense of ownership of their education. Improving the achievement of African
American students by enhancing students’ self-image helps teachers to better understand
the factors that contribute to a positive self-image for African American students and to
design and implement instructional strategies that will enhance African American
students’ academic self-concept. While a positive academic identity is important for all
students, it is a particularly critical issue for underachieving African American students
(Taylor, 1990).
According to a psychological theory presented by Newell (2009), school
environments can achieve their objective by providing students’ basic psychological
needs: autonomy (choice and self-management), belongingness (strong teacher and peer
relationships), and competence (equal opportunity to succeed on own terms, emphasis on
deep understanding, and recognition of effort.) Autonomy is the opportunity for selfmanagement and choice, belongingness is the relatedness or measure of depth and quality
of life and interpersonal relationships in an individual’s life, engagement is the students’
behavior and attitudes towards schools, and goal orientation is the reasons behind
student’s efforts to achieve. Hope reflects those individuals’ perceptions regarding their
ability to clearly conceptualize their goals, develop the specific strategies to reach those
goals, and initiate and sustain the motivation for using those strategies gaining confidence
in themselves as achievers. Students in such environments receive more support of these
needs and respond by engagement more directly in their learning over time.
Understanding the impact of school environments on adolescent development of African
American males in special education is critical. With understanding one can then explore
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ways in which they can continue to modify and improve to increase engagement, hope
and ultimately, academic achievement of these students.
Motivation
Motivation to read can be defined as the likelihood of engaging in reading or
choosing to read (Gambrell, 2009, 2011). Graybill (1997) identifies achievement
motivation to be the fulcrum of the educational process. Achievement motivation takes
center stage in most theories of learning. Important aspects that interplay with this are
relating to arousal, attention, anxiety, and reinforcement. An extensive range of variables
that are supposed to sway achievement motivation in African American students have
been scrutinized in a vast facet. The dynamic comprise peer pressure, perceptions of
educational experiences, thoughts of alienation or cultural discontinuity, cultural context
of learning, and elements of black masculinity.
The core of the study is to determine what represents a positive educational
experience for middle grade African American males with respect to the learning
environment in relation to achievement motivation, and the manner in which the present
middle school structure seems to be failing these students. Familiarization of the factors
relating to achievement motivation is a crucial requisite in order for educators to gain an
understanding about this matter. Corollary to this, the intent of the study is to scrutinize
sociocultural factors impacting achievement motivation for African American males.
There is much debate around the topic of motivation and reading achievement.
Many researchers believe that it is important to motivate students within (intrinsically)
rather than providing external stimuli which is often used to help learners achieve
optimally (extrinsic motivation). According to Reiss (2012), intrinsic motivation is
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defined as “doing something for its own sake.” Conversely, extrinsic motivation refers to
the pursuit of an instrumental goal. Extrinsic incentives undermine intrinsic interest
(Deci & Ryan, 1985, p. 23). Wigfield and Guthrie (1997) documented that, “students
who are intrinsically motivated spend 300% more time reading than students who have
low intrinsic motivation for reading (p. 23).” Most reading teachers use a combination of
intrinsic and extrinsic strategies to motivate students’ reading achievement.
It is beneficial to make students with special needs own their education by
emphasizing that education is a personal investment (Maehr & Meyer, 1997). Ownership
of one’s education is frequently neglected, especially in mandatory education. Students in
special education who view their formal education as part of what is required by society
tend to act in ways that are less than optimal for their school performance. This is so
because these students often feel that they are compelled to undergo such special
education and that they have practically no choice in their formal education. The reality is
that these students actually have options available to them. They just need to be informed
that these choices are available to them and that they can contribute to the decision
making on their special education programs.
Moreover, another associated method of improving the motivation of African
American students in special education is to give them more responsibility so that they
feel that they actually own their education and that they are the ones responsible for the
outcomes of their special education (Maehr & Meyer, 1997). This means that the African
American students with special needs can be motivated for better involvement and better
academic performance by increasing the level of awareness on their significance in
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decision making and by increasing the level of responsibility that are given to them to
create a sense of ownership of their education.
Improving the achievement of African American students by enhancing students’
self-image helps teachers to better understand the factors that contribute to a positive selfimage for African American students and to design and implement instructional strategies
that will enhance African American students’ academic self-concept. While a positive
academic identity is important for all students, it is a particularly critical issue for
underachieving African American students (Taylor, 1990). Approaches must be
reasonable, realistic, and should be easy to implement. For the purpose of improving the
life chance of African American males in special education, strong commitment and
leadership are essential. Prior comprehension ability is consistently associated with
future reading comprehension for African American males in special education
(Anderson & Sadler, 2009).
Motivation and Academic Achievement
Graybill (1997) identifies achievement motivation to be the fulcrum of the
educational process. Achievement motivation takes center stage in most theories of
learning. Important aspects that interplay with this are relating to arousal, attention,
anxiety, and reinforcement. An extensive range of variables that are supposed to sway
achievement motivation in African American students have been scrutinized in a vast
facet. The dynamic comprise peer pressure, perceptions of educational experiences,
thoughts of alienation or cultural discontinuity, cultural context of learning, and elements
of black masculinity.
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The core of the study is to determine what represents a positive educational
experience high school age African American males with respect to the learning
environment in relation to achievement motivation, and the manner in which the present
high school structure seems to be failing these students. Familiarization of the factors
relating to achievement motivation is a crucial requisite in order for educators to gain an
understanding about this matter. Corollary to this, the intent of the study is to scrutinize
sociocultural factors impacting achievement motivation for African American males.
Motivational Theory: The Expectancy Model
The expectancy theory of motivation is categorized as a process theory of
motivation because of its emphasis on individual perceptions and the interactions that
follow as a consequence of personal expectations, whereas theories categorized as
content theories of motivation focus on internal attributes of an individual (Isaac, Zerbe,
& Pitt, 2001). Expectancy theory, a cognitively oriented mode of behavior, maintains that
“the strength of a tendency to act in a certain way depends on the strength of an
expectancy that the act will be followed by a given consequence (or outcome) and on the
value or attractiveness (or valence) of that consequence (or outcome) to the actor”
(Lawler, 1994, p. 57). Over the years there have been various modifications proposed to
the original theory, including a variation by Vroom which initially dealt primarily with
motivation in the work place. However, although it has not been applied extensively in
the area, expectancy theory is also particularly well-suited for the educational
setting as well. The outcome, which is student performance or perception in a classroom
setting, can be affected by the valence and consequence, both of which the teacher has
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the power to highlight or alter depending on the preferences of his or her group of
students.
According to Vroom’s model (sometimes referred to as VIE theory for valence,
instrumentality, and expectancy), one action could result in numerous combinations of
outcomes. Vroom called for “multiplying the valence of each outcome times the strength
of the expectancy that the act will lead to the attainment of the outcome, and then taking
the algebraic sum of all the resulting products” (Lawler, 1994, p. 59). This distinction is
important because it assumes that motivation does not depend on merely one reward or
incentive, as is often thought to be the case by those who lead people. Vroom’s version
complicates matters, informing that simply providing a pay increase will not be an
effective motivational strategy for all employees, and that simply offering the reward of
an A on a report card will not be an effective motivational strategy for all students. He
also notes that a person will be motivated to perform well only when the attractiveness of
the situation and the expected outcome are considered higher for a good performance
than for a bad one (Lawler, 1994).
Factors Involved in Expectancy Theory
The desire to satisfy the need is strong enough to make the effort worthwhile
(Lawler, Porter, & Vroom, 2009). In order for expectancy theory to apply to particular
groups and situations, several factors must be considered including the clarity of the
expectation and outcome, the concepts of self-esteem and self-efficacy of those involved,
the construct of interest as it applies to students, and personality, particularly in regard to
perceptions of personal control of outcomes of situations.
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Clarity. When attempting to predict the probability of a person’s accomplishment
of a performance utilizing expectancy theory, a number of factors must be considered,
with one of the most essential being a clear understanding of expectations. Although
performance expectations are based in reality, interpretation (or misinterpretation) of the
situation is an important factor to consider for educational leaders. If an expectation is
misunderstood, the likelihood of success is low. Behling and Starke (1973) pointed out
that rather than an actual outcome, a more “crucial factor is the individual’s perception of
the satisfaction or dissatisfaction to be derived from working at a particular level” (p.
374). An inaccurate situational understanding can be corrected as people are highly
influenced by others’ views, particularly when they perceive the other has more
experience and less emotional involvement in the situation. Gained knowledge through
experience is also a determining factor as people’s expectations become more accurate
the more they perform a task. People’s past experiences influence their outlook regarding
probability of performance as well. In an effort to enhance motivation, educators can
change work situations; the design of the assignment can influence expectancies and
therefore, outcomes (Lawler, 1994). The more teachers understand their students’
perceptions and past experiences, the more effective they can be in clarifying their
expectations. Quick (1988) used the premises of expectancy theory to create a usable
guide for managers and leaders, which would include teachers. He noted that the lack of
use of what he suggests is a simple theory constitutes a boon for consultants, but a loss of
productivity for managers of people. Outlining the major premises of the theory, Quick
created five steps he asserted leaders should follow to increase motivation. One step was
for leaders to clearly define expectations, correlating to the premise in the theory that
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people must have an accurate perception of what the goal is or they may be reluctant to
attempt to achieve it. Lack of adequate completion of tasks can appear to be laziness,
incompetence, or decreased work ethic, when in actuality, it may be that teachers and
students simply hold divergent expectations. Similarly, Isaac et al. (2001) created a list
entitled “Issues to Address Concerning Followers Regarding Expectancy Theory” (p. 21).
On the list in connection with the effort-performance portion of the theory, the
researchers included the question of whether the leader and the follower both understand
what constitutes acceptable/desirable performance.
Self-esteem. “A crucial component of ones’ self-image are the beliefs they have
concerning their response capabilities and their value and effectiveness” (Lawler, 1994,
p. 69). Self-esteem is generally defined as confidence in, and realistic respect for, oneself.
It encompasses these beliefs of self-image and is, therefore, also an important factor in
prediction of performance. Although self-esteem is considered to be generally stable,
efforts can be made in order to increase it in those with low self-esteem. These efforts are
prudent as motivating those with low self-esteem can increase the likelihood of better
self-prediction of success; those with high self-esteem are more realistic regarding
expectations of performance. Quick (1988) and Isaac et al. (2001) note the importance of
making tasks achievable and assigning work that can be realistically accomplished.
Taking these steps can help ensure success, boosting self-esteem. Followers must
perceive an actual chance at being able to attain the goals set by their leaders in order to
be successful. Quick (1988) recommends incorporating mutually agreed-upon evaluation
methods/instruments, allowing negotiations between leaders and followers, adopting
flexible schedules, and adjusting assignments to capitalize on the followers’ past
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experiences and expertise. In an academic setting, Brozo and Flynt (2008) found that
self-esteem could be increased by generating interest in new content; as students become
more interested in content, they apply themselves more, increasing the likelihood of
successful experiences in reading and learning, and in turn, elevating their self-esteem.
Self-efficacy. Self-efficacy refers to the perceived ability one has to perform a
task at a specified level and is thought to influence choices of activities, amounts of effort
devoted, persistence in action, and ultimately, achievement (Schunk & Zimmerman,
2007). Providing a model with which students can identify could lead to increasing selfefficacy; if students observe a peer performing an action which results in success, they
may attempt to perform the action as well, particularly if they perceive value in the
activity. In a study of fourth- and fifth-grade students, researchers delivered three types of
instruction: process goal, in which students were taught how to use steps modeled to
them to answer questions about what they read, product goal, in which students were
asked to try to answer questions about what they read, and general goal instruction, in
which students were simply encouraged to do their best. Posttest results revealed that the
students who were taught the process goal technique with modeling not only
demonstrated higher reading comprehension, but they judged self-efficacy higher than
the students taught the product goal and general goal techniques, suggesting to the
researchers that the increase in comprehension skills caused the increase in self-efficacy
(Schunk & Zimmerman, 2007). A survey instrument called the Reader Self-Perception
Scale (RSPS) was developed by Henk and Melnick (1995) has been widely used to assess
self-efficacy in the area of reading. Lynch (2002) studied students and their parents, all of
whom were involved in a family literacy project in Canada. Along with a questionnaire
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for the parents and a standardized reading test for the children, the researcher
administered the RSPS to 66 students who were eight or nine years old. Findings
included significant results relating student self-perceptions as readers to their reading
achievement. Development of self-efficacy in students is widely recognized as an
important area that teachers should focus on to increase reading achievement and student
learning in general (Jinks & Lorsbach, 2003; Nes Ferrara, 2005; Schunk, 2003).
Interest. A general definition of interest is the feeling of a person whose
attention, curiosity, and concern is particularly engaged by something. Although some
researchers have labeled the construct of interest as a commonly used term for intrinsic
motivation, Schiefele (1991) set out to define it more specifically than it had been defined
by Dewey and James in their early 20th century research. In his four studies including
male university students in Germany and both male and female 10th grade students in the
United States, the researcher first categorized subjects as “high-interest” students or
“low-interest” students by using a questionnaire to determine feelings and valences
toward the topic being presented. A different type of comprehension test representing a
particular level of comprehension—recognition, free recall, and open-ended question-was administered to each of the four groups after they had read the provided texts. The
studies provided evidence that interest in specific topics was important in reading
comprehension. Further, it was shown that interest motivated readers to venture beyond
simple memorization and recall to drawing inferences, making connections, and
searching for meaning in text (Schiefele, 1991).
Personality. Closely related to interest is an individual’s personality, generally
recognized as the complex of behavioral, temperamental, emotional, and mental
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attributes. In association with application of expectancy theory, the pertinent attribute of
personality is perceived control over situations experienced. If a person believes he has
much control over the consequences received, he will generally be better motivated than
does a person who believes he has little control over what happens to him; a clear
connection between performance and outcome is realized (Lawler, 1994). A person who
feels he has little control will be less likely to be motivated because he does not recognize
such a strong connection between his performance and the outcome. Lawler drew on data
that delineate large segments of American society by those who believe they have control
over their outcomes versus those who do not: “Businessmen and college students tend to
be high on internal control, while convicts and ghetto youths tend toward external
control” (p. 73). Realizing the relationship between performance and outcome is
important for organizational and educational leaders. Not only does the personality and
behavior of leaders affect motivation of workers and students, but so does the manner in
which compensation and grades are awarded and the way tasks and learning objectives
are designed. Expectancy theory relies on the effectiveness (or ineffectiveness) of
extrinsic motivators, as opposed to intrinsic motivators, and operates under the
assumption that individuals will act in a rational manner to choose actions that will result
in positive outcomes. Isaac et al. (2001) suggested that expectancy theory could be
utilized by potential leaders because those whom they lead can be motivated by external
rewards. Using an analogy of a piece of string as an employee or student, the researchers
reasoned that the string would more effectively be pulled in the right direction rather than
pushed. Teachers and organizational leaders, they suggested, must simply determine what
their followers perceive as desirable and provide that stimulus appropriately, effectively
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pulling the employee or student toward what they (both the leaders and followers)
perceive as successful performance.
Competing Motivational Theories
The expectancy theory of motivation has been extensively employed in workplace
settings, but not as widely used in educational settings. In fact, none of the prevailing
theories of motivation have been applied comprehensively in the area of student
education as instructional leaders have traditionally tended to view motivation as a fixed
personality trait rather than a variable capable of being altered. Therefore, a review of
competing motivational theories is appropriate in considering the most fitting theory to
apply for the study of motivating high school students to read.
Attribution theory and motivation theory are the two theories which guide this
study. Attribution theory asserts that a learner’s perception of the educational experience
normally dictates a corresponding level of achievement motivation beyond the definite
purpose of those experiences (Weiner, 1985). Given that a history of accomplishment in a
particular subject area is commonly implied to direct a learner to persevere in persisting
in that area. Students having a history of failure in school will naturally find it more
difficult to prolong the motivation to remain trying.
It has been asserted by Weiner (1985), that a learner’s attitude about the causes of
their achievement will decide whether this holds true. He added that a credit for failure is
necessary as it also significantly influences motivation. Anderman and Maehr (1994)
pointed out that attribution theory has particular relevance for young African American
adolescent students. It is highly unlikely to observe any motive to aspire for improvement
for those learners who believe that their poor performance is caused by factors which are
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out of their control. On the contrary, they are more likely to persevere in the future if
learners identify their poor achievement to a deficiency of vital skills or study habits
(Weiner, 1985). The proposition for educators turns around the significance of
appreciating what students perceive with regard to the reasons for their academic
performance.
Attribution theory has been linked to achievement motivation by Weiner (1986).
The theory has been described as a chronological progression initiated by the result of a
particular experience. Several steps are involved in the process. First, initiating about the
consciousness of the outcome is undertaken. Second, the determination of the outcome
whether negative or positive is involved. Third, precise data in relation to the result is
derived. Fourth, identification as to whether effort, strategy, or luck is the root cause of
achievement motivation is determined.
Numerous factors comprise achievement motivation according to McClelland
(1985). Among the behaviors which he identified are the ability to lay down reachable
goals, aspiration for personal achievement beyond extraneous rewards for success, and
the need for performance related feedback as opposed to attitudinal feedback. Numerous
universal characteristics among achieving learners have been found that achievementmotivated students constantly think about ways in which they can develop. As a result,
achievement increases.
It has been further asserted that motive or need for achievement can be learned.
There is always a possibility that African American males have aligned their academic
achievement motivation with those associated to peer influence as a result of seeking
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belongingness from their peer group. This has been perhaps the facet that influences
overall achievement motivation among male African American males the most.
Four major types of techniques can be used to boost achievement motivation in
African American males according to Keller (1995). These are attention, relevance,
confidence, and satisfaction. Attention strategy commanded perceptual stimulation,
wherein the educator achieved and sustained the learner’s attention. Relevance strategy
utilized familiarization as a key element through the use of concrete language examples
and concepts in relation to the learner’s experiences, which then facilitates assimilation of
new information. Confidence strategy included an expectation for achievement, which
guarantees that learners are responsive to the performance requisites and evaluative
criteria while ensuring an exigent setting for each learner. Satisfaction strategy permitted
learners to make relevant their newly acquired knowledge in a real or simulated set up.
The resulting cultural discontinuity among African American students leads to
conflict with educators. While the learners’ language, behavior, and learning styles are
mainly Afro centric, the vast majority of administrators, educators and curriculum are
Euro centric with respect to the cultural outlook. Instances of African American
adolescents dropping out of school increase in relation to cultural discontinuity and in the
context of feelings of alienation. Support must be provided based on a study that
measured alienation, such as the Adolescent Alienation Index. It has been observed that
this index revealed a negative correlation between grade point average and level of social
involvement in school activities for all students.
Positive correlation has been observed from a gauge of behavioral maladjustment
for African American students. The study pointed to African American students often
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misbehaving when their grade point averages are low, and in the presence of a mindset
that they would not benefit from activities in the classroom had these been performed by
other students. Cultural discontinuity may be referred to as the cultural context of
learning. As much as possible, experts assert that school curricula should be oriented and
sensitive to the diverse cultures represented in the educational set up. Lesson plans for
middle grade students, as suggested by Irvine and Armento (2001), must contain
culturally receptive teaching. There is more interest in learning and more meaning
knowledge, evidently, when an individual’s learning experiences relates to the culture.
Among African American male students, this was found to be relevant as this translates
into improved achievement. Black masculinity as an important factor is a socio cultural
aspect that directly influences achievement motivation.
Race and Ethnicity Theory
Racial and ethnic theories have had a profound impact on all levels and kinds of
humanities and social science scholarship. Critical race theory (CRT) recognizes that
racism is engrained in the fabric and system of the American society. The individual
racist need not exist to note that institutional racism is pervasive in the dominant culture.
This is the analytical lens that CRT uses in examining existing power structures. CRT
identifies that these power structures are based on white privilege and white supremacy,
which perpetuates the marginalization of people of color. CRT also rejects the traditions
of liberalism and meritocracy. Legal discourse says that the law is neutral and colorblind,
however, CRT challenges this legal “truth” by examining liberalism and meritocracy as a
vehicle for self-interest, power, and privilege. CRT also recognizes that liberalism and
meritocracy are often stories heard from those with wealth, power, and privilege. These
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stories paint a false picture of meritocracy; everyone who works hard can attain wealth,
power, and privilege while ignoring the systemic inequalities that institutional racism
provides.
Intersectionality within CRT points to the multidimensionality of oppressions and
recognizes that race alone cannot account for disempowerment. “Intersectionality means
the examination of race, sex, class, national origin, and sexual orientation, and how their
combination plays out in various settings.” This is an important tenet in pointing out that
CRT is critical of the many oppressions facing people of color and does not allow for a
one–dimensional approach of the complexities of our world. A crucial component to
CRT is the commitment to social justice and active role scholars take in working toward
“eliminating racial oppression as a broad goal of ending all forms of oppression”. This is
the eventual goal of CRT and the work that most CRT scholars pursue as academics and
activists.
Expectancy Theory in Education
In reviewing available literature, it is clear that the vast majority of application of
expectancy theory has been placed on the work force, a segment of the population for
which a productive population is important. However, theories of motivation have also
been applied in educational settings, although sparingly. Many studies in instructional
literature fail to recognize motivation as a key factor, instead acknowledging it as a
personality trait or independent variable that cannot be altered by educators. Therefore,
motivation is not often formally studied as a dependent variable that can be altered to
increase learning. The result of this understanding is that educators have much more
empirical data regarding strategies to facilitate learning than strategies to enhance
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motivation (Hancock, 1995). The educational studies in motivation that do exist,
however, reveal motivation to be an important aspect of learning to investigate.
Motivation and Reading Achievement
Although it is a widely accepted assumption among those who are experienced in
teaching reading that motivation is an integral factor in student success with
comprehension, in its 2000 report, the National Reading Panel concluded that there was
not a substantial amount of formal research proving that “encouraging reading… has a
beneficial effect on reading achievement” (National Institute of Child Health and
Human Development, 2000, pp. 3-28). Since that report was issued, however, critics of
the panel’s findings have attempted to analyze former studies and undergo new ones in
order to more strongly prove the relationship. In 2007, Morgan and Fuchs performed a
review of existing research, selecting only peer-reviewed empirical studies that evaluated
the relationship between reading skill level and either self-competency or goal orientation
among pre-school and young school-age children. After an exhaustive search of the
available literature in databases and books, as well as a manual search of journals dating
back to 1975, 15 studies were found to meet the researchers’ requirements of reliability
and germaneness. Results from six of the selected studies suggest that regardless of the
type of measure (direct observations, standardized assessments, teacher ratings or
participants’ self-reports), young children’s reading skills correlated with concurrent
measures of reading motivation (Morgan & Fuchs, 2007). In 10 of the studies, a
relationship between skill and motivation was observed; however five studies suggested
that early differences in reading skill precede later differences in reading motivation,
while another five studies indicated a reverse relationship: early differences in motivation
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preceded later differences in reading skills (Morgan & Fuchs, 2007). Reviewed as a
whole, all 15 studies, although to varying degrees, suggested correlation of reading skill
to motivation. Although these researchers seemingly justified the National Reading
Panel’s assertion regarding the dearth of literature proving a link between reading
motivation and skill, what studies are published seem to indicate that the connection
does, in fact, exist. Even if they are aware of the correlation between motivation and
reading skill, high school teachers may justify their students’ non-interest or poor
performance in reading by citing that motivation to read is an intrinsic trait that cannot be
taught in a 50-90 min. block for 90-180 days per year to students who have not already
acquired the habit. Although it is true that some motivation is indeed intrinsic, studies
have demonstrated that teachers, their strategies, and classroom procedures can have an
effect on the motivation for their students to read. Wigfield (1997) concluded that there
are a variety of reading motives that can influence engagement and performance
including reading curiosity, involvement, importance, recognition, and other extrinsic
motivations. These motives are obviously not all intrinsic, not specific only to reading,
and they can be adapted to any subject area curriculum at any level, including high
school. Although motivation has been found to be domain-specific (Wigfield, 1997;
Wigfield & Tonks, 2004), meaning that students may have varying levels of motivation
in the different subjects offered in a high school curriculum, by incorporating crosscurricular lessons and activities, student motivation may also cross domains.
Studies of Motivation among Elementary School-Aged Students
In their 2001 study that included 28 fifth-grade students, Guthrie and Cox
conducted research regarding reading engagement and its effect on motivation. The unit
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of study featured hands-on activities designed to motivate students to increase their
knowledge of the subject through reading called Concept-Oriented Reading Instruction
(CORI) by the investigators. Upon completion of the study, the CORI group was
compared to students in another classroom who began the year at a comparable reading
level on a standardized test. The researchers utilized the Motivation for Reading
Questionnaire (MRQ) developed by Guthrie in 1995. CORI students were found to
demonstrate more curiosity, involvement in reading, preference for challenging books,
social exchange and competitiveness. The comparison students were more motivated by
grades and recognition than were the CORI students (Guthrie & Cox, 2001). Also, the
CORI group gained dramatically in their ability to comprehend informational text,
interpret literary text, and search for information in multiple books.
In 2004, Guthrie and his colleagues refined his previous design and implemented
CORI in 8 third-grade classrooms and Strategy Instruction (SI) in 11 third-grade
classrooms in schools with comparable demographics (Wigfield et al., 2004). In the
CORI classrooms, teachers had been trained in the integration of their science curriculum
with reading strategies in order to foster intrinsic motivation for reading as well as
comprehension strategies while the SI teachers were trained only in the teaching of
reading comprehension strategies. Students in both groups were tested before and after
the 12-week instructional periods in reading comprehension and motivation (Wigfield &
Tonks, 2004), and statistically significant increases were reported among the CORI
student group in the areas of intrinsic motivation of reading due to curiosity and
preference for challenge while none were present in the SI student group.
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Building on his previous studies, Guthrie et al. (2006) attempted to identify a
relationship of specific teacher strategies that motivated students and led to an increase in
reading comprehension. In the study, 98 third-grade students in four classrooms from two
different schools with similar demographics were taught with the CORI method;
however, the number of stimulating tasks was numerous in one group and few in the
other. After the 12-week treatment period, multiple regression analysis demonstrated
higher reading comprehension and motivation among the instruction group with the
larger number of stimulating activities. However, when controlled for student motivation,
the number of stimulating tasks did not directly increase reading comprehension (Guthrie
et al., 2006). Despite the lack of direct effect, the number of stimulating tasks increased
motivation for reading, which was associated with increased reading comprehension on
standardized tests (Guthrie et al., 2006), creating a strong case, at least, for the positive
effect of motivation on reading comprehension. Research similar to the 2001 CORI study
was conducted in The Netherlands by Aarnoutse and Schellings (2003) with 14 teachers
and 427 third-grade students. Six classrooms that incorporated specific development of
reading strategies and reading motivation were compared with seven classrooms that did
not. Subjects were administered reading comprehension and strategy tests along with
reading and motivation questionnaires pre- and post-treatment. Findings included that the
purposeful teaching of specific reading strategies had a significant effect on student’s
knowledge and use of strategies; however, in the area of reading comprehension, no
significant difference was demonstrated between the control classes and experimental
classes. The researchers were also interested in motivation to read, and the subjects in the
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experimental group demonstrated higher reading motivation after the treatment than the
control group.
Studies of Motivation among Middle and High School-Aged Students
Although many studies have been conducted to demonstrate that motivation to
read correlates to increases in reading comprehension among pre-school and elementary
students, fewer studies have been reported regarding middle school and high school
groups. A study by the Organization for Economic Cooperation and Development
(OECD) Program for International Student Assessment (PISA) conducted in 2000 was
designed to measure students’ performance in areas including reading, willingness and
ability to engage in self-regulated learning, and motivation to learn in participating
countries (Artelt, 2005). Among the research questions were ones that focused on student
learning: Can extrinsic and intrinsic aspects of motivation be differentiated in different
cultural settings? Do both motivational aspects (intrinsic and extrinsic) operate in the
same way? Why are motivated students at an advantage in terms of learning and
performance? Are they more successful because they make more use of effective learning
strategies? (National Center for Educational Statistics, 2002). The study included 110,991
questionnaires intended to measure (in part) student interest in reading and motivation in
general from a representative sample of 15-year-old students from 26 countries.
Questions were taken from the Motivated Strategies for Learning Questionnaire (MSLQ)
(Garcia & Pintrich, 1995). Results demonstrated a statistically significant positive
relationship between interest in reading and reading literacy at the individual level
(Artelt, 2005). Interest in reading was found to have high predictive power in regard to
reading performance among all countries with the exceptions of Brazil and Mexico.
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An assumption held by the researchers was that “motivated students perform
better than their peers because, among other reasons, they are equipped with more
effective learning strategies and use these strategies more frequently” (Artelt, 2005). As
expected, results demonstrated that students who took a self-evaluative perspective to
learning (e.g., checking whether they remember what they have already learned, asking
themselves what they do not yet understand—also called control strategies by the
researchers) tended to report much higher learning motivation. There was also an
indication that students invested more effort and were especially willing to use control
strategies when they were motivated to learn to improve their career prospects.
Review of the PISA revealed a concept of literacy that incorporates much more
than the traditional notion of simple reading and writing. Fifteen-year-old students were
assessed on their abilities to apply the knowledge and skill they currently possessed to
“analyze, reason, and communicate effectively as they pose, solve, and interpret
problems in a variety of situations” (Brozo, Shiel, & Topping, 2007, p. 305). Comparison
of test scores with questionnaire responses regarding reading habits and attitudes reveal
that engagement is among the most significant aspects of reading achievement. PISA
describes the components of engagement in reading as the frequency with which students
read a diversity of texts, read for pleasure, and their attitude toward reading in general
(Brozo et al., 2007). Researchers found that those from low socioeconomic groups who
were highly engaged performed as well as those from high socioeconomic groups who
were similarly engaged, lending credence to the importance placed on engagement of
readers. Although females outperformed males in reading overall, those males who
reported high engagement levels outperformed females who reported low engagement
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levels. In almost every participating country, higher performance in reading achievement
correlated with high engagement reports (Brozo et al., 2007). Particularly in secondary
schools in which reading achievement and motivation tend to wane, the benefits of
fostering reading engagement are evident in the task force’s findings. In order to increase
achievement, motivation for students to engage with texts must occur.
Teacher’s Role in Reading Motivation
Motivation as Defined by Teachers
Educational research findings indicate that mastering reading skills leads to
greater success in school and proposes greater occupational success later in life (San
Gabriel Valley Tribune, 2009). Unequal educational opportunities impact African
American males tremendously (Fashola, 2005; Kozol, 1991; Smiley, 2006). If African
American males continue to receive insufficient literacy education, many of them will
become low wage earners or unemployed adults (Ford, 2011). According to the San
Gabriel Valley Tribune (2009), the penalty of creating future generations of boys who
hate to read are far worse than the consequences of surrendering to the natural reading
interests of boys.
Teachers must be aware of the importance of motivation in reading development
and achievement and use various educational practices to enhance reading motivation and
encourage children to read. According to Oldfather (1993), “motivation frequently
makes the difference between learning that is temporary and superficial and learning that
is permanent and internalized” (p. 5). It is the teacher’s responsibility to help students
find value and meaning in classroom reading tasks and activities; this in turn enhances
reading motivating and achievement. Regardless of what reading program or strategies
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the teacher implements in the classroom, reading needs should be fun. Teachers must
encourage students to read for a variety of purposes, i.e., interest, education, and
entertainment. There are many ways that educators can help promote the joy of reading in
their classroom and provide much needed support to African American male students
with special needs.
Support
Research also shows that an ecological approach to special education of
minorities like African Americans can be highly beneficial (Smith, 2002). Such an
approach requires the involvement of maternal support and peer support for students
(Gonzales et al., 2002). Maternal support is a more specific consideration of the factor of
familial support for special education students. Gonzales et al. (2002) points out those
students in special education who received maternal support tend to show better levels of
academic performance than students in special education who do not receive the same
kind of support. A similar effect happens with peer support, which is considered as a
contributor to the improvement of academic performance, as long as such peer support is
positive.
Familial support, especially maternal support, and peer support can positively
motivate African American students in special education to become more involved and
perform better in school. The lack of male role models in the lives of African American
males deprives them of critical levels of support, particularly during adolescence
(Leonardo, 2005). Programs like the Big Brothers Big Sisters program are designed to
provide this missing piece for young minorities (Gonzales, 2002). The current challenge
is for schools to integrate such support into their methods or systems in approaching such
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special education for African Americans. Research shows that schools can include
parental involvement or peer involvement in special education.
For instance, schools can include special occasional activities that require the
involvement of peers and families of students in special education, such as celebrations,
contests and similar activities that provide a venue for family members and peers to
express their support for African American students in special education (Gonzales et al.,
2002).
Teachers have a pivotal role to play in reversing the negative academic and social
behaviors of African American males. Teachers must challenge African American males
intellectually and when possible, provide them with immediate, continuous, and
appropriate reinforcement as well as positive feedback for their academic
accomplishments (Garibaldi, 2007). This encouragement significantly enhances the
importance and value of education for long-term financial and personal success,
especially for black males. The parents of such students must motivate, encourage and
reinforce them as well so that they use their talent and abilities to perform successfully in
the classroom. They must acknowledge/reward their academic accomplishment.
Homework has to be required; they must emphasize the value of learning. It is important
that parents monitor the courses in which their sons are enrolled and support their
aspirations to attend a college/university.
Professional Development and Training
A key concern is that some teachers lack the training, interposal and affective
abilities to interact appropriately with minority children in special education (TalbertJohnson, 2001). In addition, many teachers lack training in effective interventions that
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decrease negative behaviors and increase academic performance. According to Patterson
(2005), since many African American students lack basic reading and math skills, their
teachers are likely to experience a variety of challenges in the process of teaching and
learning.
The motivation of African American students in special education can also be
enhanced through the implementation of training programs for school personnel for the
provision of special support services for these students (Ford, 1998).
They must do so systematically and with successful data-based strategies with the
foremost goal increasing positive outcomes. For instance, findings indicate that the use of
guided notes could be an effective intervention strategy for improving academic
performance and positive outcomes for students with emotional or behavioral disorders
(EBD) (Patterson, 2005). Such training programs are intended to increase the scope of
knowledge and skills of teachers in supporting the continued involvement of students in
special education. For instance, teachers can be given additional training on possible
extra-curricular activities that they can apply in order to encourage these students to
become more integrated into their respective programs.
The ultimate goal of these training programs is to motivate African American
students in special education in getting more involved and in performing better in school.
By equipping teachers with better knowledge and skills for extracurricular special
education support, African American students in special education would feel that they
are cared for in terms of their needs specific to their individual education program and,
thus, become motivated to enhance academic participation as a result of the positive
reinforcement that such available extracurricular support provides.
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Implications for African American Students
However motivation is defined, the one characteristic that is universally accepted
is that most students cannot succeed academically if they are not motivated to learn.
When students do not feel connected or compelled by their academic tasks, it would be
unfair for educators to expect them to complete these tasks efficiently or enthusiastically.
The actions of school leaders and teachers in addition to the characteristics of a child’s
home environment are reflected in academic motivation. Fredricks, Blumenfeld, & Paris
(2004) indicate that school level factors and the classroom environment have huge
implications for student motivation. Support from teachers, the structure of the
classroom, levels of independence and the characteristics of assignments and activities all
affect the level of a student’s motivation and engagement (Fredricks, Blumenfeld, &
Paris, 2004). Johnson (2008) goes as far to say that low levels of engagement should not
be seen as a “student problem” (p. 81) but a “teacher problem” (p. 81). As educators, it is
imperative to better understand our role in the motivation of students, especially African
American males receiving a special education.
Summary
In summary, barriers that are significantly linked to motivation characterize the
special education of African Americans. These barriers are associated with the real lack
of motivation on behalf of students and educators in ensuring that these students get the
special education and training that they need. There are various tools, methods, systems
and techniques that can be used in order to address these barriers. The main emphasis is
on ensuring that the needs of these students are properly understood and not just
identified, as an intimate understanding of such needs can help develop a higher level of
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satisfaction and, consequently, motivation for African American students in special
education.
There is also emphasis on ensuring the alignment or appropriateness of solutions
or programs to the specific needs of these students, rather than an overly generalized
approach to special education for African American students with special needs, so that
they are motivated to perform better based on perceived improvement in opportunities
available through properly aligned and appropriate special education programs.
Therefore, understanding of needs and appropriateness of programs are key
characteristics in tools, methods, systems and techniques for enhancing motivation in the
special education of African American students. Responsive teachers recognize and
capitalize on the frames of discourse within which African Americans students routinely
operate; they must sensitize themselves to these propensities among Black male youth
(Smith, 2002.)
This research will yield empirical data that have the potential to infiltrate political
debates, change classroom practice, and offer guidance for literacy reform efforts. The
result will be schools that better prepare the African American males with special needs
to deal with socially complex problems, become more competitive in the national and
global economy, reach full potential, and offer his family a higher place in America’s
economic, political, and social hierarchy.
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Chapter 3: Methodology
The purpose of this study was to contribute to the decreasing rates of literacy in
high schools among African American males receiving a special education. This
researcher used a quantitative methodology for this study by administering a survey
which corresponds with the expectancy theory of motivation. This study was designed to
inform instructors in their delivery and practice regarding motivational strategies to read.
First, this researcher wanted to determine which strategies teachers perceive to motivate
high school African American males with and Individual Education Program (IEP) to
read. Second, this study asked teachers to identify a strategy or strategies that have been
most effective in their classes in encouraging their African American male students with
an IEP to read. And finally, this study examined the differences among teachers of
varying background, content area, experience, and of different gender within the
following demographics: (a) grade level primarily taught, (b) content area taught, (c)
educational background, and (d) years of teaching experience. This chapter describes the
methodology used to conduct this study as well as a description of the participants,
instruments, and methods of data collection. Because the study incorporates principles of
the expectancy theory of motivation, an explanation regarding the selection and
development of survey items corresponding with the theory is supplied. Also, an account
of the selection and development of survey items to measure student reading self-efficacy
and value placed on reading is included. Rationale for the inclusion of specific
demographic questions and an open-ended question is also presented.
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Research Questions
Five research questions guided the current study:
1. What are the methods and tools teachers perceive to be effective in motivating
African American males with an Individual Education Program (IEP) to read?
2. Are there differences in perception between high school teachers with and without
a background in special education regarding strategies and practices that motivate
African American males with an Individual Education Program (IEP) to read?
3. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers who teach English/Language Arts
classes and other core content courses?
4. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers with more experience (more than ten
years) and less experience (less than five years)?
5. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers of various racial
backgrounds/ethnicities?
Site of Research and Participants
Since the researcher was interested in determining particular strategies and
practices that all teachers found to be motivational for African American males students
with an IEP to read, the study is not exclusive to special education teachers or special
educational classrooms. The teacher participants included instructors of all high school
grade levels (9-12) in all core classes, including English, science, social studies, and
math, as well as all instructors of the school’s numerous elective courses. No teacher of
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any subject or grade level was excluded from the study. Because the survey was
electronically distributed, it is a low to moderate rate of return of the survey was
expected.
For the reason that the study dealt with human subjects, a detailed description of
research design was submitted to the university’s Institutional Review Board. The nature
and purpose of the project, an explanation of procedures, anticipated discomfort and
risks, confidentiality, and refusal or withdrawal from the study were addressed. The
survey instruments, opt-out letters, and letters of consent, and letters of assent were
reviewed, and approval of the study will be granted after full-board review (see Appendix
A).
Because the survey is a relatively new instrument, a field testing and pilot study
testing are revealed. The survey instrument, which is intended for high school educators,
was sent to high school teachers at five public high schools in one school district. The
high schools in these school districts represented similar sizes, student demographics, and
location (urban). These schools were chosen based on their location within Memphis
Tennessee. Memphis has the second highest poverty rate among cities with more than 1
million people. Memphis has a poverty rate of 27.20%. Child poverty is 42.10%. Poverty
rates for African Americans are 33.70%, and 37.40% of Latinos are poor, while 12.60%
of the poor are Caucasian. According to the 2012 report card from the Tennessee
Department of Education, 85.1% of the children attending Memphis City Schools are
economically disadvantaged, and 82.7% are African American. The picture in Shelby
County Independent School District is different, yet it mirrors the same trend: 38.6% of
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children attending Shelby County schools are economically disadvantaged, and the
African American population is 37.4%.
On July 1, 2013, Shelby County Schools (SCS) – the unified district combining
legacy Memphis City Schools and legacy Shelby County Schools is Tennessee’s largest
school system and the 14th largest district in America serving nearly 140,000 students.
There were 37, 479 students with disabilities in grades 9-12 during the 2010-2011 school
year 3, 593 students dropped out. There were 9, 415 twelfth grade students with
disabilities Tennessee in 2011. Data for FFY 2011 revealed a 67.4% graduation rate of
students with disabilities; these students graduated with regular diplomas. The overall
graduation rate for this school system in 2011 was 78.8% (Tennessee Department of
Education, 2011). According to Tennessee Department of Education, 63.4% of children
with disabilities were served inside the regular classroom 80% or more of the day. 21.5%
are inside regular class 40% to 79% of day and 12.3% children with IEPs were served
inside the regular class less than 40% of the day (least restrictive environment (LRE).
The unified district offers a curriculum that is aligned with the Common Core State
Standards in preparation for the 2014-15 PARCC (Partnership for Assessment of
Readiness of College and Careers) assessments.
The first school, Cordova High School, enrolls approximately 2,043 students in
grades 9-12. Minority enrollment is 71% of the student body (majority Black, 54%, 52%
male), which is more than the state average of 33%. Totally 881 students were eligible
for subsidized lunch program: 753 students were eligible for free lunch, 128 students
were eligible for reduced price lunch. Cordova High School has a total of 105 full-time
equivalent teachers; the student to teacher ratio is 19:1. In 2010, Cordova High School
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ranked in the 70th percentile. Fifty-two percent of students at Cordova High School were
proficient in English, the college readiness index is 15.3. U.S. News calculates these
values based on student performance on state exit exams and internationally available
exams on college-level course work (AP®/IB exams).
The second school to be surveyed in this study contains 680 students, 95.8%
African American and 53% male. Nearly all, 99.5% of the students are receiving a free or
reduced lunch. Douglass High School employs 38.5 full-time teachers; the
student/teacher ratio at Douglass High School is 17.2. Twenty-seven percent of the
students are proficient in English while the college readiness index is 4.5.
The total enrollment for Fairley High School is 832 all of which are minorities,
predominantly African Americans. 93.6% of the students are eligible for subsidized
lunch. Only 10% of the student body is proficient in English; the college readiness index
is 3.1. In 2011, Fairley High School had 18 students for every full-time (47) equivalent
teacher.
Kingsbury High School contains 1,573 students; minority enrollment is 82% of
the student body (majority African American). Student body makeup is 58% male and
42% female. There are a total of 65 classroom teachers; the student to teacher ratio of
17:1. Ninety-three percent of the students are eligible for free lunch; 5% are eligible for
reduced lunch. Thirty-six percent of the students are proficient in English; Kingsbury
High School’s college readiness index is 5.4.
Melrose High School is a public school that serves 1029 students in grades 9-12;
99.8% of which are minorities, mostly African Americans, 51% males. Eighty-eight
percent of the student population is economically disadvantaged. Only 13% of the student
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body is proficient in English; the college readiness index is 5.2. Melrose High School has
18 students for every full-time (58) equivalent teacher.
Tennessee was chosen for the site of research because it holds the RISE Project
which is one of eight Tennessee higher education programs across the state charged with
assisting schools in developing their own comprehensive, integrated, three-tiered (CI3T)
model of prevention to meet the academic, behavioral, and social needs of students.
Participants were selected by using a purposeful, non-random sampling technique.
Participants at the different locations were chosen based on the school district in which
they teach as well as on their status as a teacher of African American males students who
have an individualized education plan (IEP).
Data Collection
The study incorporates principles of the expectancy theory of motivation, an
explanation regarding the selection and development of survey items corresponding with
the theory is supplied, with thorough theoretical basis for items included in the appendix
section (Appendix B). An account of the selection and development of survey items to
measure student reading self-efficacy and value placed on reading is included. Rationale
for the inclusion of specific demographic questions and an open-ended question is also
presented.
Since the survey is relatively new results of pilot study testing are revealed. An
explanation of the research design, along with a timeline specifying how participants
were notified and how the survey was distributed, is included in the chapter. Finally,
procedures for testing and analysis of data are incorporated along with explanation for
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selection tests and how each relates to the research questions guiding the study. The
survey instrument was sent to a total of 277 teachers within five schools.
Prior to administering the survey instrument, this study was approved through the
Institutional Review Board (IRB) process. A copy of the IRB approval is included in the
Appendix section. Each participant was contacted via electronic mail. All participation
was voluntary and anonymous. The results were analyzed by the researcher by
conducting multivariate t-tests with five dependent variables. Then the researcher
conducted an empirical examination via factor analysis to determine conceptual
grouping. Repeated measures or multiple cadences based on means were found.
Survey
In an effort to create a sample of items that demonstrated a representative degree
of the domain of motivational strategies recommended for African American adolescent
males who are receiving a special education to read a list of strategies and practices found
to affect motivation to read were compiled into a survey containing 27 items. Each item
was attached with a 5-point Likert scale with responses ranging from Strongly Agree to
Strongly Disagree. The 27 research-based items compiled served as the dependent
variables in the study. Appendix B illustrates the theoretical basis for items included in
the survey. The author of the survey, Angela Angela Gunter (2011) cites (a) adolescent
readers’ perception of self-efficacy and (b) the value they place upon reading as
independent variables within the survey.
According to Vroom’s expectancy theory of motivation, “the strength of a
tendency to act in a certain way depends on the strength of an expectancy [(a) student
self-efficacy as a reader] that the act will be followed by a given consequence (or
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outcome) and on the value [(b) student value of reading] or attractiveness (or valence) of
that consequence (or outcome) to the actor” (as cited in Lawler, 1994, p. 10). Eleven
items were found to be most relevant for adolescents in regard to reading. Five questions
designed to determine teachers’ perception of motivational strand six questions designed
to determine students’ value of reading to correspond to the concepts of ability (selfefficacy) and valence (value) were adapted from the Motivation to Read Profile
(Gambrell et al., 1996). Five demographic items were added to the beginning of the
survey to determine the grade level, subject area, educational background, gender, and
race of each respondent. Although these items are not stated variables in the research
questions, it is theorized that analysis might yield trends that could be considered
important to instructors. According to Gunter (2011), the final 11 items were designed to
measure two different constructs: self-perception as a reader and value of reading. In
order to determine if the variables could be reduced to the two factors hypothesized, a
confirmatory factor analysis was conducted using a principal-components analysis
method on the 11 items. Finally, an open-ended question was added to the survey in
hopes of discovering any motivational strategy or practice not included in the resulting
list of items.
Pilot Study and Results
The survey was presented to a focus group of three professors, a convenience
sample. After having the professors respond to the survey, they were questioned
regarding their understanding of the items, the construction of the survey, and the scope
of the survey with a specific focus on what important aspects had been overlooked. Based
on input from this focus group, the survey was revised to reflect the strategies and
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practices the group felt was important: no items were reworded for clarity of
understanding.
Results were compiled and analyzed in the Statistical Package for the Social Sciences
(SPSS) software program.
Research Design
This study involved no treatment and could be categorized as exploratory research
because it was designed to examine, analyze, and investigate a particular area in the
social sciences (Stebbins, 2001). The purpose of this exploratory study was to determine
which strategies and practices teachers’ perceive to be most motivational for African
American males student with an IEP. The desire to satisfy the need is strong enough to
make the effort worthwhile (Lawler et al., 2009). In order for expectancy theory to apply
to particular groups and situations, several factors must be considered including the
clarity of the expectation and outcome, the concepts of self-esteem and self-efficacy of
those involved, the construct of interest as it applies to students, and personality,
particularly in regard to perceptions of personal control of outcomes of situations. Once
these independent variables had been identified, the dependent variables (motivational
strategies and practices) could be determined and ranked as to their importance for each
of the groups.
The researcher was interested in discovering which strategies and practices were
most motivational to those of each category of reader (low self-efficacy, high selfefficacy, low value, high value) because of the practical implications of the information.
If a classroom teacher can determine the category to which his or her students belong, he
or she will have researched-based insight into how to motivate those students.
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The teacher survey included demographic information and only the list of 32
motivational strategies or behaviors they were to categorize as Strongly Agree to Strongly
Disagree, and an open-ended question in which they were asked to provide the most
motivational strategy or activity in regard to reading (Appendix A). The inclusion of the
open-ended question was to discover new or overlooked strategies in motivation to read.
Demographic information from teachers including grade level, subject area, educational
background, experience and race/ethnicity was included under the belief that the data
yielded might be helpful in determining important differences.
Procedures
Teachers at the subsequent five schools were presented with an explanation of the
purpose and expected impact of the study as well as a timeline and outline of the
procedure via e-mail. They were instructed that participation for them was voluntary, and
no pressure, or award would be attached to completion of the survey. At that time,
teacher questions were addressed.
Teachers were provided with the teacher letter of consent electronically (see Appendix
A). Those who consented were able to click on a link that directed them to the survey to
participate. Teachers were asked to complete the survey within a two week period. At the
end of the two week period, the survey was closed and data was collected by the
researcher.
The survey was designed using the electronic web tool Survey Monkey. Data
collected using Survey Monkey is password protected and not available to the public. The
link to the surveys was sent to participants by the researcher, and once a participant had
completed the survey, the program would not allow that participant to enter the site again.
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Participants in the survey were asked to indicate which grade levels and subjects they
primarily taught as well as their educational back ground, experience, and race or
ethnicity. They then selected choices on a 5-point Likert scale ranging from Strongly
Agree to Strongly Disagree that reflected their perceptions of what their students believed
in regard to the research-based strategies and practices listed. An open-ended question
followed in which teachers could list or describe any strategies they thought had been
most effective in their classes in encouraging reading. The electronic survey was
designed to let participants only select one answer on all items with the exception of the
open-ended question. That question was designed to allow participants to enter text by
creation of a comment/essay box.
Data Analysis
After the specified time frame for completion of the surveys, the results were
exported from the online software program into the SPSS software program for statistical
analysis. This study utilized a mixed methods approach, combining qualitative and
quantitative data analysis in order to strengthen the validity of the study (Fraenkel &
Wallen, 2006). Using a combination of methods was important in attempting to analyze
the data, allowing the researcher to examine information in a way that enriched the
study’s results and implications.
Research Question 1. What are the methods and tools teachers perceive to be
effective in motivating African American males with an Individual Education Program
(IEP) to read? Results were calculated to determine in which areas the teachers’
responses were most prevalent. In order to determine if the variables could be reduced to
the two factors hypothesized, a confirmatory factor analysis was conducted using a
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principal-components analysis method. Factor analysis is a technique that is used to
reduce a large number of variables into fewer numbers of factors. This technique extracts
maximum common variance from all variables and puts them into a common score. The
research will use criteria for determining the number of factors. According to the Kaiser
Criterion, Eigenvalues is a good criteria for determining a factor. If Eigenvalues is
greater than one, we should consider that a factor and if Eigenvalues is less than one, then
we should not consider that a factor. According to the variance extraction rule, it should
be more than 0.7. If variance is less than 0.7, then we should not consider that a factor.
Learning which motivational strategies and practices teachers perceive to be most
significant will allow the teachers to address them specifically; the first step in solving a
problem is defining the problem.
Regarding Research Questions 2-5 concerning grade level and subject area taught,
educational background, experience and, race/ethnicity to determine strategies and
practices most motivational multivariate t-test were completed. Multivariate t-tests test
responses to different combinations of variables (hence the term ‘multivariable’).
Through this analysis, it formulates and prescribes the optimum compelling combination
of content. In addition, the responses from the open-ended question regarding the most
motivational strategy for students were analyzed using content analysis.
Krippendorff (2004) describes content analysis as a research technique that entails
a systematic reading of relatively small amounts of text in order to identify themes in the
collected raw data. Finding similar words or phrases and placing them together into
categories can be useful in creating manageable chunks of information can lead to a new
understanding of the data. In addition, the use of inferential data gathered from content

94

analysis can reflect the values, beliefs, and attitudes of each of the surveyed populations.
Used with the quantitative data, this content analysis, which describes characteristics of
communication, can aid in validating, invalidating, or simply expanding upon
understandings of reported information (Holsti, 1969).
Limitations of Study
This study examined the perceptions of high school teachers in the Shelby County
School system. As a result, the location and number of respondents are limitations of this
study. This sample size limits comparisons to other regions in Tennessee as well as other
states. Additionally, teachers’ perceptions vary based on socioeconomic status, level of
education, and a number of other factors. Teachers’ judgments of what is problematic and
their perception of what causes these problems may differ.
Summary
Although the studies that were reported suggested the benefits of providing
motivation for students to read, few existed specifically for African American males with
an IEP in high school. It is important to determine which strategies and practices teachers
perceive to be motivational as those strategies and practices that were found to be
motivational to students could be utilized by teachers to increase student performance,
and those used by teachers that were not actually found to be motivational for students
could be altered or discontinued. Through formal study and application of expectancy
theory, teachers can be informed and provide the proper motivation to lead to success in
reading achievement for their populations.
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Chapter 4: Research Findings
This study was conceptualized with the intention of investigating the decreasing
rates of literacy in high schools among African American males receiving a special
education. The study intended to accomplish this by exploring the teachers’ perceptions
of African American males’, with an Individual Education Program (IEP), literacy
motivations. The idea behind the study is to identify the most motivational strategy that
can be used to assist teachers in augmenting students’ self-efficacy and literacy. The
study utilized a survey which was chosen as it corresponded to the expectancy theory of
motivation. The results of the survey are presented in this chapter using tables and graphs
to best outline the findings.
Participant Description
The final sample size used in the survey was 103 teachers who included
instructors of all high school grade levels (9-12) in all core classes as well as all
instructors of the school’s numerous elective courses. There were no exclusions from the
study for teachers of any subject or grade level. The original number of participants
surveyed had been 121 but 1 subject refused to give consent to the study and results from
17 subjects were removed from the study, since they did not answer any of the 5-point
Likert scale items. That left the final number of subjects used in the study at 103. The
first part of the survey contains about the demographics of the study population. The
second section contained the Likert scale questions while the third section had the open
ended questions. The 103 subjects who took part in the study responded to the
demographic questions in the first part of the survey. The information on demographics
gathered include such details as the grades the respondents taught, their gender, their
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ethnic background, subjects taught and the level of academic honors attained. The one
way demographics for the final 103 subjects who participated in the study are shown in
table 2 below.

Table 2
One way Demographics for the Final 103 Participants
Question
What is your gender?

Response
Female
Male

Frequency
61
40

Percent
60.40
39.60

With which of the following
racial/ethnic groups do you most
identify?

White
Black or African-American
Hispanic
Hawaiian or other Pacific Islander
Asian
Native American

43
51
5
1
2
1

41.75
49.51
4.85
0.97
1.94
0.97

At which of the following grade levels
do you primarily teach?

Grade 9
Grade 10
Grade 11
Grade 12
Other Grade
Level/Student/Group/Subject
English/Language art
Mathematics
Science
Social studies
Other

33
27
20
18
5

32.04
26.21
19.42
17.48
4.85

29
20
15
21
10

30.53
21.05
15.79
22.11
10.53

What is the highest level of formal
education you have attained?

Bachelor's degree
Master's degree
Education specialist
Doctorate

31
59
5
8

30.10
57.28
4.85
7.77

Which of the following best describes
your level of training in Special
Education?

I have not taken any courses in Special
Education.
I have taken between 1 and 3 courses in
Special Education
I have taken more than 3 courses in
Special Education.
I am a licensed Special Education
teacher.

47

45.63

40

38.83

9

8.74

7

6.80

Which of the following represents your
primary area of teaching responsibility?
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The two bar charts below show the years of teaching experience at current school (Figure
1) and the total years of teaching experience (Figure 2) possessed by the participants.

Frequency
16
15
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13
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9
8
7
6
5
4
3
2
1
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Years of experience at current school

Figure 1. To the nearest year, how many years have you been teaching at your current
school? 1-25 indicates 1-25 years, 26 = more than 25 years. N = 103.
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Figure 2. To the nearest year, how many years IN ALL have you been teaching,
regardless of school? 1-25 indicates 1-25 years, 26=more than 25 years. N = 102.

The demographics also showed that the majority of the respondents (13) had more
than 10 years of experience in their teaching careers. The least number of respondents (2)
had 21 years and (2) with 22 years of teaching experience. Sixteen teachers had 4 years
of experience in their current schools which was the highest number of respondents in the
study. The longest serving teachers at one school ranged from 14 years -26 years at the
same school, but they were also the least in number. The gender composition of the
respondents had more females at 60.40% compared to 39.60% males. The African
American respondents accounted for 51% of the total the white respondents were 43%,
Hispanics 5%, Hawaiian/Pacific islanders 1% and Native Americans at 1%. This was the
diverse composition of the surveys participants.
Independent Variables
The independent variables investigated were the presence or lack of a special
education background, the subject matter the teachers taught, the teachers total teaching
experience and the ethnicity of the respondents. The reason was to identify if these
variables played any part in the determination of the research results. The findings of the
investigation into these independent variables are tabulated in table 3 below.
Table 3 shows the one-way frequency table for the independent variables, special
education background (with a background vs. without a background), teaching area
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(English/language Arts, vs. others), teaching experience (≤ 10 years vs. > 10 years), and
ethnicities (African American vs. Others).

Table 3
One-way Frequency Table for the Independent Variables
Question

Response

Frequency

Percent

Special education
background

With a background
Without a background

56
47

54.37
45.63

Teaching area

English/Language Arts
Other area

29

30.53

66

69.47

Teaching experience ≤ 10 years
> 10 years

58
44

56.86
43.14

Ethnicities

51
52

49.51
50.49

African-American
Others

Research Questions
The study was designed around 5 research questions. Research questions 2-5 were
answered by analyzing the 27 Likert scale items while research question 1 was answered
using the open ended questions. Data are reported in this research according to the five
research questions. These five research questions are as follows:
1. What are the methods and tools teachers perceive to be effective in motivating
African American males with an Individual Education Program (IEP) to read?
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2. Are there differences in perception between high school teachers with and without
a background in special education regarding strategies and practices that motivate
African American males with an Individual Education Program (IEP) to read?
3. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers who teach English/Language Arts
classes and other core content courses?
4. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers with more experience (more than ten
years) and less experience (less than or equal to 10 years)?
5. Are there differences in strategies and practices that high school teachers find
motivational between high school teachers of various racial
backgrounds/ethnicities?
Data Analysis
The objective of research questions 2-4 was to investigate if there was a
relationship between the dependent variable, perceptions of strategies and practices that
motivate African American males with an Individual Education Program to read, and the
independent variables, special education background (with a background vs. without a
background), teaching area (English/language Arts, vs. others), teaching experience (≤ 10
years vs. > 10 years), and ethnicities (African American vs. Others). Perceptions of
strategies and practices that motivate African American males with an Individual
Education Program to read were measured using the twenty-seven 5-point Likert scale
items. The items were analyzed separately. The responses for each of the 27 items were
ordinal with 1 = strongly disagree, 2 = disagree, 3 = undecided, 4 = agree, 5 = strongly
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agree. Thus, ordinal logistic regressions [1], in specific, proportional odds models were
proposed to investigate if there was a relationship between the dependent variable and the
independent variables. The validity of the proportional odds assumption can be checked
based on a χ2 Score test [1]. A non-significant test result indicates the proportional odds
assumption is satisfied. As the test is anti-conservative (it tends to reject the null
hypothesis even when the proportional odds assumption is reasonable), therefore, a pvalue > 0.01 was considered non-significant.
The type 3 analysis of effects based on the Wald χ2 test was used to determine if
an effect was statistically significant. The null and alternative hypotheses for each effect
were:
Ha: There was a relationship between the dependent variable and the independent
variable.
H0: There was no relationship between the dependent variable and the
independent variable.
P-value less than 0.05 resulted in the rejection of the null hypothesis.
The odds ratio estimates for the independent variable and the corresponding 95%
confidence limits were presented when there was a statistically significant relationship
between the dependent variable and the independent variable. Note that if the confidence
limits of an independent variable did not contain 1, then it implies the effect was
significant. If the proportional odds assumption was violated, multinomial logistic
regression [1] was fitted instead. For the multinomial logistic models, the regression
coefficients reflect the log odds of choosing category j versus the reference category m
(in this project, the reference category is the highest category available, strongly agree.
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All the analyses for this study were conducted using SAS [2]. Table 3 demonstrates the
frequency and percentage of the responses per question.

Table 3
The Frequency and % of the Responses for the 27 Item 5-point Likert scale.
Question
1
2
3
4*
5
6
7*
8**
9
10
11*
12
13**
14***
15
16*
17
18
19
20
21*
22
23
24
25**
26
27

Frequency and % of the responses
1
2
3
14(13.59)
25(24.27)
4(3.88)
2(1.94)
12(11.65)
4(3.88)
3(2.91)
10(9.71)
11(10.68)
3(2.94)
9(8.82)
7(6.86)
6(5.83)
9(8.74)
10(9.71)
1(0.97)
13(12.62)
4(3.88)
2(1.96)
13(12.75)
2(1.96)
1(0.99)
12(11.88)
7(6.93)
7(6.80)
27(26.21)
13(12.62)
9(8.74)
11(10.68)
0
12(11.76)
24(23.53)
12(11.76)
1(0.97)
13(12.62)
6(5.83)
3(2.97)
14(13.86)
6(5.94)
2(2.00)
8(8.00)
9(9.00)
1(0.97)
12(11.65)
1(0.97)
8(7.84)
29(28.43)
9(8.82)
5(4.85)
20(19.42)
10(9.71)
0
5(4.85)
4(3.88)
20(19.42)
34(33.01)
7(6.80)
2(1.94)
9(8.74)
7(6.80)
2(1.96)
6(5.88)
4(3.92)
1(0.97)
7(6.80)
7(6.80)
2(1.94)
12(11.65)
6(5.83)
6(5.83)
18(17.48)
8(7.77)
2(1.98)
15(14.85)
2(1.98)
2(1.94)
14(13.59)
7(6.80)
5(4.85)
11(10.68)
3(2.91)

4
30(29.13)
44(42.72)
40(38.83)
41(40.20)
44(42.72)
44(42.72)
51(50.00)
42(41.58)
27(26.21)
47(45.63)
37(36.27)
47(45.63)
54(53.47)
52(52.00)
47(45.63)
37(36.27)
41(39.81)
51(49.51)
25(24.27)
37(35.92)
34(33.33)
42(40.78)
47(45.63)
43(41.75)
42(41.58)
43(41.75)
38(36.89)

5
30(29.13)
41(39.81)
39(37.86)
42(41.18)
34(33.01)
41(39.81)
34(33.33)
39(38.61)
29(28.16)
36(34.95)
17(16.67)
36(34.95)
24(23.76)
29(29.00)
42(40.78)
19(18.63)
27(26.21)
43(41.75)
17(16.50)
48(46.60)
56(54.90)
46(44.66)
36(34.95)
28(27.18)
40(39.60)
37(35.92)
46(44.66)

Mean(SD)
3.36(1.46)
4.07(1.04)
3.99(1.07)
4.08(1.05)
3.88(1.14)
4.08(1.02)
4.00(1.02)
4.05(1.01)
3.43(1.33)
3.87(1.25)
3.23(1.30)
4.01(1.00)
3.81(1.05)
3.98(0.94)
4.14(0.98)
3.29(1.28)
3.63(1.20)
4.28(0.76)
2.85(1.42)
4.17(1.02)
4.33(0.95)
4.21(0.91)
4.00(1.03)
3.67(1.22)
4.02(1.10)
3.96(1.07)
4.06(1.16)

Mode
4
4
4
5
4
4
4
4
5
4
4
4
4
4
4
4
4
4
2
5
5
5
4
4
4
4
5

Note. Mean, standard deviation (SD), and mode are also displayed. 1 = strongly disagree,
2 = disagree, 3 = undecided, 4 = agree, 5 = strongly agree. N = 103. * indicates number
of missing values.
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The objective of research questions 2-4 was to examine if there was a connection
between the dependent variable, perceptions of strategies and practices that motivate
African American males with an Individual Education Program to read, and the
independent variables, special education background (with a background vs. without a
background), teaching area (English/language Arts, vs. others), teaching experience (≤ 10
years vs. > 10 years), and ethnicities (African American vs. Others). Perceptions of
strategies and practices that motivate African American males with an Individual
Education Program to read were measured using the 27 items. The 27 items were
analyzed separately using the ordinal logistic regressions. If the proportional odds
assumption was violated, then multinomial logistic regression was fit instead. In this
section, the analysis results were discussed.
Table 4 shows that the p-value of the χ2 Score test for testing of the proportional
odds assumption was violated for each of the survey item. It suggests that for items 5, 6,
7, 13, 15, 19, 21, 22, 25, and 27, multinomial logistic regression, instead of the ordinal
logistic regression, should be performed.

Table 4
P-value of the χ2 Score Test for Testing of the Proportional Odds Assumption was Violated.
Survey
item
1

p-value

2

0.0221

3

0.2411

4

0.8527

5

<.0001*

0.1686
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Table 4
P-value of the χ2 Score Test for Testing of the Proportional Odds Assumption was Violated.
Survey
item
6

p-value

7

<.0001*

8

0.1344

9

0.2408

10

0.0722

11

0.4725

12

0.2818

13

0.0063*

14

0.0514

15

<.0001*

16

0.0239

17

0.6523

18

0.4140

19

0.0085*

20

0.0182

21

<.0001*

22

0.0062*

23

0.5764

24

0.2856

25

<.0001*

26

0.0879

27

<.0001*

0.0003*

Note. * indicates the proportional odds assumption was violated.

Table 5 illustrates the breakdown of findings of the ordinal logistic regressions
(and the multinomial logistic regression, if the proportional odds assumption was
violated) for the 27 survey items.

For items 1-8, 10-22, and 25-27, there was no

relationship between the dependent variable, perceptions of strategies and practices that
motivate African American males with an Individual Education Program to read, and the
independent variables, special education background (with a background vs. without a
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background), teaching area (English/language Arts, vs. others), teaching experience (≤ 10
years vs. > 10 years), and ethnicities (African American vs. Others). In other words,
when using items 1-8, 10-22, and 25-27 to measure the perceptions of strategies and
practices that motivate African American males with an Individual Education Program to
read.

Table 5
Analysis Results of the Ordinal Logistic Regressions for the 27 Survey Items.
Item

Independent variable

DF

Wald Chi-square

p-value

1

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

2.7683
0.1944
1.0641
2.2765

0.0962
0.6593
0.3023
0.1313

2

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

1.2743
0.0127
0.0056
0.7270

0.2590
0.9102
0.9404
0.3939

3

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.1386
0.0028
0.5717
0.0012

0.7097
0.9581
0.4496
0.9727

4

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

2.0990
2.7327
0.4878
0.9996

0.1474
0.0983
0.4849
0.3174

5**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

5.3318
4.9213
0.9386
5.6039

0.2549
0.2955
0.9190
0.2307

6**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

2.9273
1.2747
7.2204
2.2761

0.5701
0.8657
0.1247
0.6851
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Table 5
Analysis Results of the Ordinal Logistic Regressions for the 27 Survey Items.
Item

Independent Variable

DF

Wald Chi-square

p-value

7**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

3.5773
4.6904
1.2380
3.6791

0.4662
0.3206
0.8718
0.4512

8

Ethnicities
Teaching area
Teaching experience
Special education background
Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1
1
1
1
1

1.5168
0.0428
2.0534
0.1407
0.1243
0.3553
5.5270
1.8382

0.2181
0.8362
0.1519
0.7076
0.7245
0.5511
0.0187*
0.1752

10

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

2.6415
0.2349
0.2564
0.0016

0.1041
0.6279
0.6126
0.9676

11

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.1790
0.9057
1.3328
1.3135

0.6723
0.3413
0.2483
0.2518

12

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.3108
0.0110
1.1071
0.4505

0.5772
0.9165
0.2927
0.5021

13**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

3.1517
2.3665
4.2810
5.6142

0.5328
0.6687
0.3693
0.2299

14

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

2.1768
0.7367
1.3653
0.0368

0.1401
0.3907
0.2426
0.8479

15**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

1.1520
0.1262
1.3448
0.3808

0.8859
0.9981
0.8537
0.9840

9
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Table 5
Analysis Results of the Ordinal Logistic Regressions for the 27 Survey Items.
Item

Independent variable

DF

Wald Chi-square

p-value

16

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.0560
0.3158
0.018
0.0325

0.8130
0.5742
0.8932
0.8568

17

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.6391
1.7665
2.3200
3.2991

0.4240
0.1838
0.1277
0.0693

18

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.2279
0.6026
0.2868
1.2434

0.6330
0.4376
0.5923
0.2648

Item

Independent Variable

DF

Wald Chi-square

p-value

19**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

7.7858
0.7109
1.9158
5.2330

0.0997
0.9500
0.7513
0.2642

20

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.0023
1.6207
0.0307
0.1866

0.9621
0.2030
0.8608
0.6658

21**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

5.3238
0.5389
3.3338
0.6583

0.2557
0.9696
0.5036
0.9564

22**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

3.8127
3.4189
4.4693
4.5901

0.4320
0.4903
0.3462
0.3320

23

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.9771
8.1976
0.6066
0.1970

0.3229
0.0042*
0.4361
0.6571

24

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

1.1573
1.9611
0.6984
6.1789

0.2820
0.1614
0.4033
0.0129*
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Table 5
Analysis Results of the Ordinal Logistic Regressions for the 27 Survey Items.
Item

Independent variable

DF

Wald Chi-square

p-value

25**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

7.2409
3.4481
0.3338
3.5426

0.1237
0.4858
0.9875
0.4714

26

Ethnicities
Teaching area
Teaching experience
Special education background

1
1
1
1

0.0079
1.1313
0.1760
0.5215

0.9291
0.2875
0.6749
0.4702

27**

Ethnicities
Teaching area
Teaching experience
Special education background

4
4
4
4

3.7449
0.2621
5.4990
2.8973

0.4416
0.9921
0.2398
0.5752

Note. DF = degree of freedom. * Demonstrates a significance at the 0.05 scale level of
significance. ** indicates multinomial logistic regression was performed.
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Chapter 5: Discussion
The study sort to explore teachers’ perception of African American males,’ with
an Individual Education Program (IEP) and literacy motivations, to help teachers in
augmenting students’ self-efficacy and competency. The theoretical framework was
derived from the expectancy theory of motivation which places emphasis on individual
perceptions and the interactions that follow as a consequence of personal expectations.
The research used a survey to determine which strategies and practices teachers believe
to be most motivational for high school African American males receiving a special
education to read. The survey included twenty-seven motivational strategies and practices
acquired from previous studies and research among all age groups.
Content Analysis of Open-Ended Question
The research was directed by five questions that enabled the findings to vividly
come out. Research question 1 stated: “What are the methods and tools teachers perceive
to be effective in motivating African American males with an Individual Education
Program (IEP) to read?” The responses of the open-ended question in the survey
questionnaire were summarized in order to answer this question 1. The methods and
tools teachers perceive to be effective in motivating African American males with an
Individual Education Program (IEP) to read include


Involve students in the reading activity. For example, read aloud, audio
recording, underline the important words, turn reading into a game, allow students
choosing the reading materials, “The Case Method, in which I get my students to
apply the information in my class to real-life events”, allowing students to express
their opinions as the reading progresses, and group work/discussion.
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Take away computers with voice activation.



Enthusiastic attitude of teaching



Introduce the benefits of reading to students so that they are intrinsically
motivated to read



Integrating reading and writing



Be more personable and make a strong effort to determine what students like



Provide rewards: bonus bucks, quiz pass, giving out treats/candy, allowing
students to keep a journal of books that they have read

The first question, sort to find the tools and methods, which teachers thought to be most
effective in motivating male African Americans with an Individual Education Program to
read. The findings from the questionnaires concluded a number of recommendations such
as; eliminating computers with voice activation, more involvement in reading , have a
positive attitude towards teaching, integrate writing and reading and reward or incentivize
the students for good progress. The second, third and fourth questions were inferred
based upon the 27 items and 1 open ended question.
Findings Related to Research Questions 2-4
The objective of research questions 2-4 was to explore the existence or absence of
a connection between the dependent variable, perceptions of strategies and practices that
motivate African American males with an Individual Education Program to read, and the
independent variables, special education background (with a background vs. without a
background), teaching area (English/language Arts, vs. others), teaching experience (≤ 10
years vs. > 10 years), and ethnicities (African American vs. Others). Perceptions of
strategies and practices that motivate African American males with an Individual
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Education Program to read were measured using the 27 items. The 27 items were
analyzed separately using the ordinal logistic regressions. If the proportional odds
assumption was violated, then multinomial logistic regression was fit instead. The results
of the study show that ordinal logistic regressions (and the multinomial logistic
regression, if the proportional odds assumption) was violated for the 27 survey items.
For items 1-8, 10-22, and 25-27, there was no relationship between the dependent
variable, perceptions of strategies and practices that motivate African American males
with an Individual Education Program to read, and the independent variables, special
education background (with a background vs. without a background), teaching area
(English/language Arts, vs. others), teaching experience (≤ 10 years vs. > 10 years), and
ethnicities (African American vs. Others). In other words, when using items 1-8, 10-22,
and 25-27 to measure the perceptions of strategies and practices that motivate African
American males with an Individual Education Program to read,


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with and
without a background in special education at the 0.05 level of significance.



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers who teach
English/Language Arts classes and other core content courses at the 0.05 level of
significance.



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with more
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experience (more than 10 years) and less experience (less than or equal to 10
years) at the 0.05 level of significance.


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers of various
racial backgrounds/ethnicities at the 0.05 level of significance.
When using item 9 (Most of my students would be more likely to read if my

reading assignment were associated with a formal or informal book club than if it were
not.) to measure the perceptions of strategies and practices that motivate African
American males with an Individual Education Program to read, the analysis results
suggest that


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with and
without a background in special education at the 0.05 level of significance (p =
0.7245).



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers who teach
English/Language Arts classes and other core content courses at the 0.05 level of
significance (p = 0.5511).



There were statistically significant differences in strategies and practices that high
school teachers find motivational between high school teachers with more
experience (more than 10 years) and less experience (less than or equal to 10
years) at the 0.05 level of significance (p = 0.0187). The odds ratio estimate was
equal to 0.395 with the 95% confidence limits = (0.182, 0.857), indicating that the
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odds of teachers with less teaching experience agreeing more with the statement
of item 9 were 0.395 times of the odds of teachers with more teaching experience.
This suggests that teachers with more teaching experience were more likely to
agree with item 9 than teachers with less teaching experience.


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers of various
racial backgrounds/ethnicities at the 0.05 level of significance (p = 0.1752).
When using item 23 (My students’ perceptions of themselves as competent or

non-competent readers have an effect on their likelihood of reading assigned materials for
my class.) to measure the perceptions of strategies and practices that motivate African
American males with an Individual Education Program to read, the analysis results
suggest that


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with and
without a background in special education at the 0.05 level of significance (p =
0.3229).



There were statistically significant differences in strategies and practices that high
school teachers find motivational between high school teachers who teach
English/Language Arts classes and other core content courses at the 0.05 level of
significance (p = 0.0042). The odds ratio estimate was equal to 0.277 with the
95% confidence limits = (0.115, 0.667), indicating that the odds of teachers who
teach English/Language Arts agreeing more with the statement of item 23 were
0.277 times of the odds of teachers who teach other core content courses. This
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suggests that teachers who teach other core content courses were more likely to
agree with item 23 than teachers who teach English/Language Arts.


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with more
experience (more than 10 years) and less experience (less than or equal to 10
years) at the 0.05 level of significance (p = 0.4361).



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers of various
racial backgrounds/ethnicities at the 0.05 level of significance (p = 0.6571).
When using item 24 (Most of my students are more likely to read assignments for

class if they like me than if they do not like me.) to measure the perceptions of strategies
and practices that motivate African American males with an Individual Education
Program to read, the analysis results suggest that


There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with and
without a background in special education at the 0.05 level of significance (p =
0.2820).



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers who teach
English/Language Arts classes and other core content courses at the 0.05 level of
significance (p = 0.1614).



There were no statistically significant differences in strategies and practices that
high school teachers find motivational between high school teachers with more
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experience (more than ten years) and less experience (less than or equal to 10
years) at the 0.05 level of significance (p = 0.4033).


There were statistically significant differences in strategies and practices that high
school teachers find motivational between high school teachers of various racial
backgrounds/ethnicities at the 0.05 level of significance (p = 0.0129). The odds
ratio estimate was equal to 0.367 with the 95% confidence limits = (0.167, 0.809),
indicating that the odds of teachers without a background in special education
agreeing more with the statement of item 24 were 0.367 times of the odds of
teachers with a background in special education. This suggests that teachers with
a background in special education were more likely to agree with item 24 than
teachers without a background in special education.
The second question explored the perception differences between high school

teachers without and with an existing background in special education regarding
strategies and practices that motivate African American males with an Individual
Education Program.
The third question finds the disparities in strategies and practices that high school
teachers find motivational between high school teachers who teach English/Language
Arts classes and other core content courses, while the fourth question examines the
dissimilarities in strategies and practices that high school teachers find motivational
between high school teachers with more experience, usually more than 10 years, and less
experienced usually less than or equal to 10 years.
The formal education of African Americans has been characterized by
deficiencies and some degree of ineffectiveness. As a result, African American students
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are disproportionately represented in special education, and, as the numbers increase, so
does the challenge facing educators and school districts (Patterson, 2005). In this context,
there is considerable emphasis on the issues and barriers that are experienced by the
education system and by African American students in special education, including the
motivational barriers behind the ineffectiveness or inefficiency of such special education.
Furthermore, the roles schools play in producing these poor outcomes include poor
instruction, punishment, adult hostility and curriculum and teaching that focus on
controlling their behavior (Osher & Hanley, 2011).
Linking Findings to Research
This study suggests that while explicit instruction and appropriate texts are
valuable, motivational support is a key factor in reading achievement. When the
classroom encourages the powerful motivations for reading, students acquire proficiency
steadily and predictably. The most prominent reason for recreational reading is “They
enjoy it.” This reason refers to interest or intrinsic motivation, which means doing
something for its own sake, and these motivations are internal to the student.
Students who consistently read for their own interest are often quite competent
and are usually highly achieving readers. Wigfield and Guthrie (1997) documented that
students who are intrinsically motivated spend 300% more time reading than students
who have low intrinsic motivation for reading. Intrinsic motivation for reading was most
highly associated with whether or not students read widely and frequently on their own
accord. Another reason students read in school is external constrains. Students often
quote their reason for reading to be “The teacher assigned it,” or “I don’t want to receive
a zero.” In this case the reason for reading is external motivation (Ryan & Connell,
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1989). This reason is not chosen by the student and this reading will be avoided if
possible. An extremely widespread research finding is that internal motivations (interest,
intrinsic motivation) are positively correlated with reading achievement, and external
motivations (pressure, requirements, rules) are not correlated with reading achievement
(Guthrie & Coddington, 2009).
In elementary school external motivations are usually not negatively correlated
with reading competence, but in secondary school the external reasons for reading
become negatively related to achievement. By secondary school, students who read only
for the reason of avoiding getting in trouble, or only to avoid feeling ashamed for failing,
show low and declining achievement (Otis, Frederick, & Pelletier, 2005). The reasons for
reading, at this point, are crucial. Simply reading is insufficient. When internal
motivations such as intrinsic motivation and interest energize students' reading, students
interact with text deeply and gain relatively high amounts of knowledge or aesthetic
experience (Schiefele, 1999). If students' reading interests are weak, their competency
grows little and their quality as readers diminishes (Guthrie et al., 2007). In this study, the
motivational strategies teachers stated as fostering reading achievement most included,
interest, ownership, and self-efficacy. More important, there was a strong consensus of
teachers who believed that we must select text that will afford personal, social and/or
cultural connections (Tatum, 2006). Such texts offer support and guidance and function
as “roadmap” texts.
Conclusion
Evidence from the literature review, black males are more chronically
unemployed and underemployed, are less healthy, and have access to fewer health care
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resources, die much younger, and are many times more likely to be sent to jail for periods
significantly longer than males of other racial/ethnic groups” (Schott Foundation for
Public Education, 2008). Social change that suits best the situation as per the research
entails a paradigm shift in the education system. It may be enforced by teachers
recognizing and utilizing student diversity in ways that enhance academic identity.
Schools have a responsibility to establish an educational environment that encourages
positive learning experiences for all students.
To achieve that, learning institutions must uphold and consider cross cultural
communication issues by: Devising plans for teaching all students the acceptable
communicative behaviors of the school and the justification for them. It also can facilitate
the addressing of cross cultural communication issues in all phases of school life.
Learning institutions can also determine which school or classroom norms may be in
conflict with cultural or communicative norms of specific cultural groups, integrate cross
cultural communication topics and materials into the curriculum, and finally review and
revise classroom and standardized tests to eliminate cultural bias. Cross-cultural
communication is an ongoing process. Mistakes are inevitable, but sensitivity to cultural
and communication issues can enhance the quality of education for all students (Taylor,
2009). Teachers need to meet and consult with the parent and child to discuss how the
child is performing in school and to be apprised of areas in which the student in question
needs additional assistance. Teachers must make a conscious effort to inform parents of
their son’s academic strengths as well as weaknesses.
According to the literature review, African American males in Special Education
often experience both low self-perceptions and low reading achievement (Wallace et al.,
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2008). Research corroborates that student motivation is a significant factor in successful
reading achievement. The null hypothesis was conveniently rejected because it was found
to have no relation between dependent and independent variables. The research
demographics concluded that the most people of a particular race to take part of the study
were African American subjects whom were 51 in number and represented 49.51%.
Among the sample size, the most percentage who taught stood at 32.04% teaching grade
9. The education level of the population sample was well educated, and most of them
were masters’ holders. However, those who undertook special education were relatively
fewer, being only five people and 4.85%. The level of training in special education
reveals that the people that never had any form of training in any course, stood at 45.63%
and was 47 people. The study revealed that the highest rate of teachers never took part in
any special education training, thus rendering them incapable of effectively dealing with
an individualized education plan. The African Americans students reveal the traits of low
self-perception and reading achievement, due to a blend of these variables which were
showed in the sample size. The teacher’s capacity to enhance their perceptions of reading
motivation of the African Americans is therefore is influenced by the teacher’s education
level, training.
Limitations
Limitations of this study included issues with sample sizes of some student groups
and the generalizability of the results. The first limitation was that the sample sizes of two
of the four groups of teachers were very small in comparison with the other two groups.
Ethnicity/racial group consisted primarily of African American (51) and Caucasian (43)
teachers, thus other ethnic/racial groups (Hispanic, Asian, Pacific Islander, and Native
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American) did not have a strong representation. There were a slightly low number of
teachers who had taken more than three Special Education courses (9) as well as licensed
Special Education teachers (7). Also, there was a slightly low number of
English/Language Arts teachers (29) compared to the other core content areas. This
survey was administered only once rather than repeated over time, which could provide
further validation of the results. The timing of the survey was one week before the end of
the school year. This timing could have affected their responses. The experiences of
English/Language Arts teachers as compared to those with more experience would
certainly be more diverse. And since the survey measured perceptions, the lessexperienced high school teachers could potentially have responded based on speculation
rather than answering based on actual experiences.
Another limitation is present in the generalizability of the results of this study.
Because it was meant to compare a specific population of students, African American
high school male students with an Individual Education Program (IEP), the results are not
generalizable to students with Specific Learning Disabilities (SLD), Intellectual
Disabilities (ID), Developmental Disabilities, and Reading disabilities among others.
Further Research
Although the current study revealed important results that can be used to inform
teacher practice and provide focus for professional development training, further research
could yield helpful information regarding specific learning disabilities. Using
demographic data, cluster analysis could be performed, revealing the most motivational
strategies according to disability and grade level or ability for students and trends
regarding grade level and subject area taught for teachers. Romesburg (2004) describes
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cluster analysis as a basic method used for finding similarities in data; therefore, it could
be utilized if a researcher wished to discover meaningful groupings based on the results
of a survey.
Another recommendation for future research involves continuing the current
study. If the survey were administered to students as well, the information obtained from
the survey may be more beneficial and valuable in making accommodations and
modifications to instruction. Surveying students would provide a more complete picture
of student perceptions. In addition, the formation of focus groups of students to discuss
the survey results and allow them to more fully explain their responses would provide
insight, further developing the qualitative portion of the study. It would also allow the
researcher to develop more specific strategies to increase intrinsic and extrinsic
motivation.
It is also recommended that focus groups of teachers be convened in order to
allow them to more fully expand upon their perceptions of what motivates this particular
population of students to read. After sharing the results of the study with the teachers,
they could brainstorm practical ways to meet the needs of their students. Groups could be
created, ideally with representation of all content areas, with each group assigned to
research a particular strategy that students reported as being motivational and then
present their findings to the whole faculty at a follow-up meeting. Research-based
modules addressing each strategy could be created and lesson plans attached to explain
how they would be implemented into an inclusive high school classroom as well as a
self-contained special education classroom. These modules could be available for
instructors to access when needed. With each new class of students, teachers could
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administer this survey, determine which strategies the students report as being most
motivational, and then incorporate the appropriate module. Additionally, pre- and posttests can be administered to measure both teacher and student perceptions and reading
abilities to determine if gains had been made after implementation of a specific strategy.
Administrative support would be essential in providing professional development time
and communicating the expectation that all staff is to take part in the project.
The schools in which the study took place administer standardized tests every
year that are reportable to the public. In addition to the state accountability tests, students’
ACT scores are factored in to those reported results. The ACT is comprised of four
sections, all of which require reading skills including the math portion which comprises
mathematical computation and word problems. Teachers, administrators, and students,
therefore, have an incentive in increasing literacy rates and have the desire to score well
on this test; teachers and administrates are evaluated based on these scores, which are
published and compared with others across the nation. When schools perform poorly,
they are placed on an intervention plan and ultimately lose funding based on falling
enrollment. Students desire to score well because it is necessary in order to be accepted
into the college of their choice in addition to achieving success in academia and
ultimately life. In the state of Tennessee they also receive scholarships and grants from
the state for attending an in-state college/university and can be considered for substantial
scholarships from both in-state and out-of-state colleges based on their ACT scores.
Reading is, therefore, recognized as an essential skill by all involved, and so much relies
on the teacher. Providing motivation to read is the first step in creating competent
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readers. Providing the right motivation could result in high academic achievement and
success and more important—a love and passion for reading that could last a lifetime.
Efforts to improve reading achievement must focus on the single most important
component: reading motivation. High school teachers must be well prepared to face the
challenges of working with African American males with special needs; and critical
components of teacher preparation are the knowledge and skills from education and
related fields that will enable them to develop effective, and often unconventional,
management systems in their classrooms including motivation as a key factor. This effort
must begin with a new paradigm in which teachers view reading motivation as an
ongoing task and work diligently toward building relationships.
For dealing with the most challenging of students, teachers can learn and apply
motivational strategies used in the field of counseling and psychotherapy, such as
building empathy, and admiring negative attitudes and behaviors. It seems particularly
important to provide specific strategies for dealing with what can often be the problems
that prevent us from persevering in the important work of helping students learn. In the
area of classroom management, it is critical that teachers find ways of building
relationships with all students, from the most motivated to the most difficult. When we
submit into understanding intrinsic and extrinsic motivation and implement relationshipdriven teaching, “amazing things can happen.”
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Appendix Teacher Survey
INFROMED CONSENT STATEMENT
You are being asked to participate in a survey conducted through University of Memphis.
This survey will be used to inform teachers and other interested parties what strategies
and behaviors motivate African American male students with an Individual Education
Program (IEP) or who are receiving a special education in high school to read. The
combined results from this survey will be compared with teachers with various
educational backgrounds, experience, races, and genders to determine areas in which
teachers differ in perceptions regarding student motivation to read.
All responses are anonymous and individual data will be kept confidential.
Participation in this study is completely voluntary. There will be no penalty for not taking
the survey. Refusal to participate will have no effect on any future services you may be
entitled to receive from the University. If you do not wish to participate in the survey,
you may exit now. If you wish to participate, continue with the survey.
Investigator: Shawneice Malone, stmalone@memphis.edu
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Dear Teachers,
You are being asked to participate in the following survey because you are a high school
teacher and the research is interested in teacher perceptions of motivation for African
American male students with an Individual Education Program (IEP) or who are
receiving a special education in high school to read. Your input is very valuable. Many
studies have been conducted among elementary and middle schools students regarding
reading, but few studies have been undertaken that involve older students, and even fewer
African American male students with an Individual Education Program (IEP) or who are
receiving a special education. Just as many sought input from their teachers, so your
participation is greatly needed and highly appreciated. Be assured that your responses are
anonymous and that participation is completely voluntary. It is hoped that the results will
provide valuable information.
Thank you for your time.
1. I teach primarily
o ninth grade
o tenth grade
o eleventh grade
o twelfth grade
2. I teach primarily
o English/Language Arts classes
o Math classes
o Science classes
o Social Studies classes
o Other classes
3. My educational background includes
o I have not taken any courses in Special Education
o I have taken between one and three courses in Special Education
o I have taken more than three courses in Special Education
o I am a licensed Special Education teacher
4. My experience
o < 1 year
o 2 – 4 years
o 5 – 9 years
o > 10
5. The race/ethnicity that I identify with most is
o Caucasian
o African American
o Asian
o Hispanic or Latino
o American Indian
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6. Most of my students are more likely to read assigned material to prepare for
class seminar/discussion participation than for a traditional pen and paper
test.

7. Most of my students are more likely to read when I am enthusiastic about the
content or the assignment.

8. Most of my students will be excited to read if assigned to participate in
literature circles/structured discussion or books/texts/reading materials in
small groups.

9. Having a choice over what books(s) or texts my students are allowed to read
for class makes most of my students more likely to read than if the reading
was chosen for them by me.

10. When I demonstrate specific strategies for reading comprehension, most of
my students are more likely to read than if I do not demonstrate specific
strategies.

11. Most of my students are more likely to read assigned material for my classes
if there is a prize or reward attached to the completion of the reading (points,
recognition, candy, etc.) than if no prize is attached.

12. Being assigned a project (artwork, demonstration, presentation, etc.)
connected to assigned reading makes most of my students more likely to read
the assignment if the project is in addition to or instead of a traditional pen
and paper tests.

13. My students are more likely to read information that relates to my course if
it is delivered in magazines, articles, blogs, other electronic media, etc. than
information the course text book.
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14. Most of my students would be more likely to read if my reading assignment
were associated with a formal or informal book blub than if it were not.

15. Most of my students are more likely to read if they know they will be tested
over the material assigned than if there were no test.
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16. Most of my students prefer nonfiction (true stories/facts/biographies) reading
to fiction (made up stories/fantasy) reading when given the
choice
17. My knowledge of assigned subject matter impacts whether or not most of my
students read the assignment.

18. Being provided with the adequate time to read assigned texts (either in-class
or out-of-class) is the most important factor in determining whether or not
most of my students will read the assigned material.

19. Most of my students are inspired to read something when it is recommended
to them by a friend.

20. It is important that I provide students with a wide variety of reading
opportunities (and genres) including magazines, articles, graphics, electronic
resources, etc.

21. Being surveyed by me to determine students’ personal interests has an effect
on my students’ likelihood or reading course content.

22. It is important to most of my students that I allow time for reading for
pleasure with no assessment attached.

23. Most of my students prefer reading assessments that ask multiple-choice or
true/false questions about what happened in the reading instead of questions
that ask them to explain understanding of the reading.

24. Most of my students enjoy silent sustained reading time in class.
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25. The most important factor in determining if most of my students will read an
assignment is if it is personally meaningful and relevant to their lives.
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26. It is part of my job as an instructor to provide motivation for my students to
want to read assignments for my class.

27. If the reading assignments in my class do not interest my students, they are
unlikely to read to them.

28. My students’ perceptions of themselves as competent or non-content readers
have an effect on their likelihood of reading assigned materials for my class.

29. Most of my students are more likely to read assignments for class is they like
me than if they do not like me.

30. Most of my students are more likely to read assignments for class if they
think I care about them than if they think I do not care about them.

31. Most of my students consider reading a waste of time unless they can make
some personal connection with or learn a lesson from the reading.

32. Most of my students are more likely to completely read a long assignment,
such as a novel, if it is assigned in chapters of chunks rather than having only
one due date for the completion of the reading.

33. What strategy or strategies have been most effective in your classes in
encouraging your students to read?
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